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ABSTRACT
W hile th e  field of a c a d e m ic  literary s tu d ie s  c o n t in u e s  
to e n g a g e  in c o n te s te d  d e b a te  ov e r  defining a n d  revising  its 
cu rr icu la  (Graff, 1987), t e a c h e r s  rem ain  s i tu a te d  a t  th e  
s o m e t im e s  c o n trad ic to ry  a n d  o ften  i so la te d  in te r s e c t io n s  
of theo ry  a n d  prac tice . D ecis ions  m a d e  a b o u t  writing in 
lite ra tu re  c l a s s e s ,  se lec tin g  te x ts  for c o u rs e  syllabi, a n d  
p e d a g o g ic a l  s ty le  a re  m ost often n e g o tia te d  a t  th e  level of 
th e  individual te a c h e r ,  who m ay or m ay  not be  re sp o n d in g  to 
a n  in c re a s in g  in c id en ce  of d e p a r tm e n ta l  re s tru c tu r in g ,  
r e c o m m e n d a t io n s ,  p roh ib itions, o r political p r e s s u r e s .  
T hough  th e re  is no scarc ity  of d is a g re e m e n ts  a n d  
a c c u s a t io n s  a b o u t  w ha t rev is ionary  a p p r o a c h e s  'm e a n ',  
(f ie ldno tes , Spring  1992), th e re  is a  d e a r th  of well- 
c o n s id e re d  r e s e a r c h  a b o u t  w ha t pa rticu la r  rev is io n s  m ay  
m e a n  a t  the  university  level for individual t e a c h e r s  a n d  
s tu d e n ts ,  a n d  p a rticu la r  c la s s ro o m  c o m m u n itie s .
In this s tudy  I have  exp lo red  the  teach in g  s ty le  of a  
p ro fe s s o r  in a  r e s e a rc h  university  English  d e p a r tm e n t .  
A d d re ss in g  th e  work of William P inar (1975 , 1976 , 1988),
Jo  A nne P a g a n o  (1990), G erald  Graff (1987), W ilson Harris 
(1989), William Doll (in p re s s ) ,  a n d  N ew m an , Griffin, a n d  
C o le  (1989), in particular, the  s tudy  e n te r ta in s  a  
c o n v e rs a t io n  b e tw e e n  curriculum  theo riz ing  a n d
i v
e th n og rap h ic  m ethods, drawing upon my own educa tiona l 
e x p e r ie n c e s  of literary s tu d ie s  a s  a  fram e of re fe rence . In 
th is conversa tion  I have  a d d re s s e d  i s su e s  re la ted  to w hat 
W ilson Harris calls a  "literate im agination" (Harris, 1989), 
in troducing th a t  notion into a  co nsidera tion  of w here  
reform s might lead us in an  em erg ing  post-m odern  a g e .
v
CHAPTER ONE 
INTRODUCTION
The purpose- of this d issertation  is to explore is su e s  
a s s o c ia te d  with the study of literature from severa l  
perspec tives . In Chapter O ne I will offer an 
autobiographical accoun t of my own ex p er ien ces  of literary 
s tud ies ,  focusing on the in terpretations I cons truc ted  ab o u t 
a  particularly troubling text I read  a s  an ado lescen t.  In 
C h ap te r  Two I will review the literature abou t teach ing  
literary s tu d ies  in the U.S. in the twentieth century, 
considering the ways in which certain a p p ro a ch e s  b e ca m e  
orthodox and  the ways th e se  dom inant practices w ere  an d
have continued to be challenged. In Chapter Three an 
e thnograph ic  study will be reported in which I explore the 
teach ing  style of a university p ro fessor who em ploys
interactive ra ther  than  d irect instructional p rac tices . In
C hapter Four an analysis and  d iscussion of the study will be 
offered, followed by a return to som e of the is su e s  ra ised  in 
C hapter One. In Chapter Five I will consider som e  of the 
pedagogical implications which may be drawn from the 
d i s s e r t a t io n .
An exploration of is su e s  a s so c ia te d  with literary 
s tu d ies  is a  timely project in an e ra  charac ter ized  by 
con ten tious  d e b a te s  over is su e s  of literacy and  curriculum
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reform. T h e se  d e b a te s  have  prom pted  sch o la rs  su ch  a s  
G erald  Graff to o b se rv e  th a t  conflict h a s  a lw ays b e en  part 
of th e  institutional history of th e  field, but th a t  th is fac t 
h a s  b e e n  hidden by the  way the  field h a s  traditionally dea lt  
with conflict. Graff (1987) w rites:
T h e  b o u n d a r ie s  th a t  mark literary s tu dy  off from 
c re a t iv e  writing, c o m p o s it io n ,  rhe to ric , 
com m unica tions, e a c h  b e s p e a k  a  history of 
conflict th a t  w a s  critical to c rea ting  a n d  
defining th e s e  disciplines yet h a s  nev e r  b e c o m e  
a  central part of the  con tex t of s tudy  . . . .  Either 
th e  conflict of the  s c ie n c e s  a n d  th e  hum anities  
is not offered b e c a u s e  it is nobody’s  field-or 
e ls e  it is offered (as  an  option) b e c a u s e  it is 
so m e b o d y ’s  field, (p. 258)
S tu d e n ts  h av e  not lea rn ed  ab o u t  th e s e  conflicts, Graff 
a s s e r ts ,  b e c a u s e  they  “s e e  e a c h  discipline a s  a  frozen  body 
of know ledge to b e  a b so rb e d  ra ther than  a s  social p roducts  
with a  history th a t  they  might h av e  a  p e rso n a l a n d  critical 
s ta k e  in” (p. 258).
In his s tu d y  of th e  institutional history of p ro fess in g  
l ite ra ture  (1987), Graff a r g u e s  for a  reco n cep tu a l iza tio n  of 
literary s tu d ie s  a long  the  lines of tha t p ro p o se d  by J a m e s  
Kincaid. B e c a u s e  of the  s ignificance of Kincaid’s  
reco ncep tua liza tion  to th e  work a t  h and , I will q u o te  him a t 
le n g th .
A bandoning  c o v e ra g e  a s  an  im poverished  ideal, 
w e  might begin by imagining an  ideal c o u rse  . . . 
W ouldn’t it s e e k  to define  th e  su b je c t  m atter ,
literature, an d  to d isc u ss  the  various and  
com peting  a ssu m p tio n s  ab o u t texts, language , 
m eaning, culture, read ers ,  a n d  so  forth tha t  we 
m ake . . . W ouldn’t it show  that th e s e  
a ssu m p tio n s  a re  th e m se lv e s  co ns truc tions , tha t  
th e re  is con s iderab le  d e b a te  abou t such  things 
a s  texts, abou t w here  m eaning res ides , abou t the 
im portance of gender ,  abou t the relations of 
t h e s e  th ings to  historical s i tua tions?  W ouldn’t 
it a lso  show  that th e s e  a ssu m p tio n s  w ere  not 
th em se lv e s  innocent, th a t  they  w ere  v a lu e ­
laden, in te res ted , ideological? You a re  starting 
to su sp e c t  that this is a  co u rse  in theory. O ne  
either sm u g g les  it in or g o e s  through cu s tom s 
openly . . . W e need  to teach  not the  texts 
th em se lv e s  but how we s itua te  ou rse lv es  in 
refe rence  to th o se  tex ts . (Cited in Graff, 1987,
p. 262)
As Graff and  Kincaid a sse r t ,  the  cultural con tex t of 
literary s tu d ie s  m e d ia te s  th e  construction  of 
in terpretations. T e a c h e rs  who e m b ra c e  this conception  of 
literary s tu d ies  might b e  e x p e c te d  to te a ch  differently than  
te a c h e r s  who believe in d irec t instruction an d  who a ttem p t 
to provide a s  m uch c o v e ra g e  of literature a s  poss ib le  within 
the  time allowed. An issu e  which m ay b e  less  obvious in 
this m atter  is th a t  s tu d e n ts  may not p o s s e s s  an 
unders tand ing  of the  kind of theory  which m otiva tes 
teach ing  p rac tices ,  nor d o e s  it follow n e ce ssa r i ly  th a t  
s tu d e n ts  will in terpret p rac t ic es  in w ays  c o n s is te n t  with a  
t e a c h e r ’s  theory. How te a c h e r s  an d  s tu d e n ts  interact 
s h a p e s  so m e  a s p e c ts  of the  cultural context, but rece ives 
little a ttention in the  cu rren t d e b a te s .  I intend to explore
th is i s su e  au tob iograph ically  in th e  following sec tion , and  
aga in  a t  length in later c h ap te rs .
Reading Ethan From e
As a  freshm an  in high school in 1964 I read  Edith 
W harton 's  novel E than  F ro m e . It w as  required reading in my 
English c lass . Though eac h  of th e  s tu d e n ts  read  the  book 
individually ou t of c la s s  a n d  a n sw e re d  the  q u e s t io n s  ra ised  
by the  te a c h e r  a loud  a n d  on written te s ts ,  I w a s  d is t re s se d  
by this novel. In E than  F rom e two young peop le  d ec id e  that 
su ic ide  is their only viable option in r e s p o n s e  to a  
d e sp e ra t io n  th a t  a r i s e s  o u t  of econo m ic  a n d  p e rso n a l 
c irc u m sta n ce s .  I w an ted  to talk a b o u t  how  M attie’s  poverty  
had  led her into serv itude  in her cousin  Z e e n a ’s  hom e, and  
how Z e e n a  had  m ad e  u se  of Mattie’s  labor without 
recognizing the  contributions s h e  m ad e  to th e  househo ld . It 
s e e m e d  to be  this double-b ind  of poverty a n d  lack of 
recognition th a t  p re d is p o se d  Mattie to s i lence , and  
ev en tu a lly  to d e sp e ra t io n .
In our c la s s  d iscu ss io n s ,  how ever, Mattie a n d  E th an ’s 
a ttrac tion  for o n e  a n o th e r  w a s  v iew ed a s  th e  c a u s e  of their 
trag ic  fate . If they  h a d  simply re s is ted  th e  tem p ta tion  to 
c a re  ab o u t  e a c h  other, Mrs. C h o a te  explained , Mattie could 
h av e  married o n e  of the  young m en in the  town, a n d  Z e e n a  
would no t have  b e co m e  angry, dem anding  he r  d ism issal. The
link b e tw e e n  fa te  a n d  trag e d y  re p re s e n te d  in this s tory  
s e e m e d  to  b e  guilt. Mattie a n d  E than w ere  guilty of 
violating a  soc ia l  c o d e  a b o u t  re la tionsh ip s  b e tw e e n  m arried  
a n d  unm arried  p e rso n s .  This c o d e  w a s  only a  pa rt  of a  
la rg e r  ne tw ork  of c o d e s  which su p p o se d ly  inform ed p e o p le  
a b o u t  their p roper  p lace  in th e  world. Mrs. C h o a te ’s  
conclu sion  w a s  th a t  th e  trag e d y  w a s  c a u s e d  by Mattie, who 
re fu sed  to b e  c o n te n t  with having a  p lace  to live a n d  work, 
or to c h o o s e  from am o n g  the  tow nsm en  w ho would h av e  
ta k e n  h e r  a s  a  wife. It m a tte re d  little in t h e s e  d is c u s s io n s  
th a t  both  Mattie a n d  E than  a p p e a re d  to  b e  d isem b o d ied  from 
their im aginations. Their d e s p e r a te  a c t  s e e m e d  to m e  to be  
an  a t te m p t  to d i s p o s e  of the  barrier  b e tw e e n  w h a t  they  
e x p e r ie n c e d  a n d  w h a t  they  im ag ined  a s  poss ib le . Within 
th is  f ram e of re fe re n c e ,  it m a d e  s e n s e  to them  to d i s p o s e  of 
the ir  own b o d ie s  a l to g e th e r .
I w a n te d  to talk a b o u t  E th a n  F ro m e  in te rm s  d ifferent 
from th o s e  s e t  by Mrs. C h o a te .  I w an ted  to talk a b o u t  w h a t  
th e  novel “m e a n t” to us, a  c la s s  of 25  te e n  a g e d  girls, m o s t  
of w hom  w e re  m e m b e rs  of working c la s s  fam ilies. W e w e re  
e x p e c te d  to b e  g lad  to b e  in an  a c a d e m ic  track, s ince  m any  
of o u r  p a re n ts  h a d  b e e n  fo rced  by e co n o m ic  n e c e s s i t ie s  into 
early  d e p a r tu re s  from high school. Mrs. C h o a te ,  a  s e c o n d -  
y e a r  te a c h e r ,  in s is ted  th a t  th e  c la s s  m ove  on  to th e  nex t 
novel on  th e  read ing  list. T h ere  w a s  no m iddle  a ro u n d  for
d isc u ss io n  b e tw e e n  he r  a p p ro a c h  to teach in g  litera ture  a n d  
my e x p e r ie n c e  of reading  it. O ur lives s e e m e d  to occupy  
d ifferent te rra ins , a n d  in o rd er  for us  to c o m e  to s o m e  
un ders tan d in g , I w a s  e x p e c te d  to e ither a b a n d o n  or d en y  
th o s e  e x p e r ie n c e s  which w e re  im portant to m e  a n d  to 
a c c e p t  th e  in terpreta tion  s h e  offered  for th e  m ea n in g  of the  
novel.
Mrs. C h o a te ’s  p rac tice  of asking th e  q u e s t io n s  a n d  
co rrec ting  our r e s p o n s e s  acco rd in g  to h e r  p e rsp e c t iv e  
c o n s t ra in e d  th e  formal in terpretive  p ro c e s s ,  but it did not 
p rev e n t  th e  e m e rg e n c e  of h idden  in te res ts  on  th e  p a r t  of 
s tu d e n ts .  I con tin u ed  to a d d re s s  th e  i s s u e s  left un reso lv ed  
by ou r  d isc u ss io n  of E th an  F ro m e  in all the  o th er  tex ts  w e  
read  th a t  y ea r ,  a n d  to  s o m e  d e g re e ,  for all the  y e a r s  th a t  
followed. S tubborn  re s is ta n c e  b e c a m e  a  goal b e c a u s e  
a b a n d o n in g  th o s e  is s u e s  re p re s e n te d  a  kind of psycholog ical 
su ic ide . T hough  Mrs C h o a te  tried to u n d e rs tan d  my 
difficulty, s h e  h a d  a  larger goal in mind for th e  s tu d y  of 
literature. S h e  h o p e d  to  sh o w  us  how to d isc o v e r  th e  
un iv ersa l  t ru th s  w hich lite ra tu re  em b o d ied .
I w a s  c o n s id e re d  a  se r io u s  s tu d e n t  by my t e a c h e r s  a t  
th is  pa roch ia l sch oo l for girls, a n d  Mrs. C h o a te ’s  r e s p o n s e s  
w ere  not m e a n t  to  b e  unkind. S h e  a s s u re d  m e th a t  I would 
find th e  a n s w e rs  to i s s u e s  ra ised  by my read ing  of E th a n  
F r o m e  in th e  o th e r  literature w e  would read  th a t  y e a r  a n d  in
the  y ears  to com e. W e would not a d d re s s  Ethan From e at a  
later time, however. S h e  w a s  convinced  tha t  g re a t  works of 
literature w ere  whole in an d  of them se lves .  T here  would be  
no reaso n  to return to E than From e once  S ilas M arner or 
G re a t  E xp ec ta tio ns  had  b e en  introduced. Literary truth w as 
though t to be  cumulative, with e a c h  new c la ss ic  adding to 
our w ealth  of knowledge.
O ur s ta le m a te  w a s  problem atic, how ever. Literary 
truth a p p e a re d  to m e to be  som ething  g ro te sq u e  and  
m enacing. I continued to read  a s  Mrs. C hoa te  had  advised, 
but I could not let go of E than  F ro m e . I felt th rea ten ed  by 
th e  interpretation I had  cons tru c ted , but nothing th a t  Mrs. 
C ho a te  sa id  offered a  se r ious  cha llenge  to tha t 
interpretation. I found myself unable  to read  the  novel a s  
s h e  had, an d  unsu re  ab o u t  how to construct a  different 
in terpretation on my own.
R ep ea ted ly  I w a s  draw n to th e  a ttem pted -su ic ide  
s c e n e  w here  Mattie an d  Ethan climb onto the  s led  a t  the  top 
of S ch oo lho use  Hill. It s e e m e d  rea so n a b le  to w onder 
w he ther  they  might have  m ade  ano the r  decision had  the  sled  
not b een  a lready  in motion on this icy, New England hill a t 
dusk. It w a s  unnerving, too, to read  that the  natural co u rse  
of th e  hill d e m a n d e d  careful s teering  so  th a t  riders would 
not be  de livered  without their c o n se n t  to a  collision with 
the  elm tree  n ea r  the  bottom. So much abou t this s c e n e
s e e m e d  to p re d isp o se  E than  to his decis ion  to  drive th e  s led  
with Mattie a n d  him self on it, so  th a t  th ey  could e s c a p e  
Z e e n a  a n d  the  separa tio n  s h e  p lanned  for them .
T he  re la tionship  b e tw een  th e  s le d  a s  a  veh ic le  s e t  to 
ca rry  its riders, th e  c o u rs e  t ra c e d  so  p rec ip itously  in th e  
snow , and  th e  d e sp e ra t io n  of th e  young  lovers d is tu rbed  m e.
I in te rp re ted  this s c e n e  a s  a  literary e x p re ss io n  of an  
o m in o u s  truth, a  truth th a t  laid ou t  th e  fa te  of th is  coup le  
w ithout offering them  a  w ay  to c h a n g e  its c o u rse .  Yet I 
r e s is te d  th a t  form of truth. T h e re  s e e m e d  to b e  little 
c h a n c e  of e s c a p e  for so m e  p eo p le  from so c ie ty ’s  (and  
p e rh a p s  n a tu re ’s) ex e rc ise  of pow er over th e  c o u rs e  of our 
lives. Even su ic ide  s e e m e d  an  unreliable  c o u rs e  of action 
for t h o s e  a ttem p ting  a  final exit. Within th is  f ram e  of 
re fe re n c e ,  mutilation a n d  d e sp e ra t io n  s e e m e d  a s  likely in 
my life a s  th ey  h a d  b e en  in th e  a c c o u n t  of Mattie a n d  Ethan.
It w a s  b e c a u s e  of th is identificatory  link th a t  r e s i s ta n c e  
s e e m e d  n e c e s sa ry .
Oddly e n o u g h ,  my re s is ta n c e  to  th e  official 
in te rp re ta t io n s  of lite ra tu re  fo und  in my t e a c h e r s ’ 
in te rp re ta t io n s  w a s  c o m p lica te d  by my w illingness  to read  
a s  m uch a s  I could in s e a rc h  of a  d ifferent vers ion  of truth. 
T h is  b e h a v io r  w a s  m is in te rp re ted  in in te res ting  w ay s .
S in c e  my re s is ta n c e  w a s  c o u p led  with av id  read in g , 
t e a c h e r s  often m istook  my re s i s ta n c e  a s  a  kind of failed
a t te m p t  to reach  their g oa ls .  I w a s  often rew ard e d  for my 
read ing  a n d  a s s u re d  tha t  I just  had  not ye t  rea d  eno u g h  to 
u n d e rs ta n d  w ha t literature w a s  all abo u t.  I w a s  e n c o u ra g e d  
to re a d  still m ore  (which I did bu t for different r e a s o n s  
th an  my te a c h e r s  offered) a n d  to s e e  th ings from their 
p e rs p e c t iv e s  (which I tried to do in o rd e r  to re s is t  better) . 
T e a c h e r s  in te rp re ted  my b e h av io r  in light of the ir  own 
go a ls , su c h  th a t  th e  m ore  I s trugg led  with th e  kind of 
literary kn ow led ge  schoo l in te rac tio n s  s e e m e d  to sp o n s o r ,  
the  m o re  my te a c h e r s  e n c o u ra g e d  m e  to k e e p  reading .
For y e a r s  I rep layed  th e  d i le m m a s  a s s o c ia te d  with my 
read ing  of E than  F ro m e . It w a s  not until I b e g a n  th e  study  
to b e  rep o r te d  la ter  in th is  d is se r ta t io n  th a t  1 carefu lly  re ­
rea d  this novel. At th a t  tim e I d isc o v e re d  th a t  th e  s led  w a s  
not a lre ad y  sliding downhill w h en  E than  b ro u g h t  it to Mattie 
a t  the  top  of S ch o o lh o u se  Hill a s  I had  believed. O n e  of the  
th in g s  which is in motion in th is novel is M attie 's  
su g g e s t io n  th a t  E than drive th e  s led  "So 't w e 'd  n e v e r  h av e  
to leave  e a c h  o th er  any  more" (W harton, 1982, p. 87). It is 
Mattie w ho d rives  the  s c e n e ,  by su g g e s t in g  th e  ride a n d  then  
taking E than  by th e  h an d  tow ard  the  sled . It is Mattie who 
b e a r s  a n d  de livers  th e  m e s s a g e  of su ic ide  to E than.
I rea l ize  now  th a t  r e a d e r s  m ay  identify with 
c h a ra c te r s  in very  con trad ic to ry  w a y s ,  a n d  th a t  th e  
identificatory  p r o c e s s  is often  c o n s t ra in e d  by th e
au tob iograph ical a sso c ia t io n s  re a d e r s  m ay m ake, or by the  
lim itations r e a d e r s  m ay e x p e r ie n c e  during  th e  in terpretive  
p ro ce ss .  It n e v e r  occu red  to m e, nor w a s  th e  possibility 
ra ised  during c la s s  d iscu ss io n s ,  th a t  re a d e rs  of E than  F rom e 
m ight not identify with a n y  of th e  c h a ra c te r s ,  or might 
c h o o s e  to c o n s id e r  th e  tex t from th e  p e rspec tive  of the  
au th o r  or on e  of th e  supporting c h a rac te rs ,  o r ev en  from the  
point of view of so m e o n e  w ho sh a re d  th a t  period of history 
in which th e  s to ry  w a s  se t.
Identifying with c h a ra c te r s  s e e m e d  a  natura l r e s p o n s e  
to m e  a s  an  a d o le scen t ,  and  faced  with tha t a ssum ption , I 
w a n ted  to identify m o st strongly  with E than, ra th e r  than  
with e i th e r  of th e  fem ale  c h a ra c te r s .  I loa thed  both Mattie 
a n d  Z e e n a  for their cow ard ice  a n d  their physical 
disabilities. I w a s  a  physically h a n d ic ap p e d  p e rso n  w ho had  
b e en  taugh t s in c e  I w a s  a  y e a r  old to rem ain active in order 
to p rev e n t  p e rm a n e n t  disability. Z e e n a ,  E th an ’s  com plaining 
wife, d is t r e s se d  m e  in th e  w ay  s h e  indulged he r  ten d e n cy  
tow ard  hypochondria , an d  the  w ay s h e  u s e d  this tac tic  to 
s e iz e  p o w er  in their rela tionship . M attie’s  unw illingness to 
a c t  on he r  own behalf  a t  the  en d  of the  novel w a s  a lso  
a s s o c ia te d  with g e n d e r  is su e s .  T h e se  g e n d e r  co n n ec tio n s  
w ere  s trong  e n o u g h  th a t  I felt th re a te n e d  by th e  s a m e  kinds 
of cons tra in ts  th a t  had  led Mattie a n d  Z e e n a  to so m e  form 
of m utilation .
In a  powerful way, however, I felt a s  connec ted  to 
Ethan a s  I did to Mattie and Z eena . I enjoyed a  wide range of 
freedom s a sso c ia ted  with my n eed  to remain physically 
active year  round, freedom s not generally  a s so c ia te d  with 
my th ree  sisters. In this way I felt more like a  son than a  
daug h te r  to my paren ts , though my five brothers only 
grudgingly acknow ledged this. My p a re n ts ’ en co u rag em en t 
in this m atter cut ac ro ss  their own, and  in so m e  ways, my 
notions of appropria te  g e n d e r  behaviors. It w as  generally 
understood that the  practice of behaving like a  boy in term s 
of physical activity w a s  never su p p o se d  to com prom ise  an 
essen tia l feminine nature. W hen it c am e  time to give 
formal express ion  to o n e ’s g e n d e red  social roles, 
anticipated in our family during o n e ’s  high school years , the  
social prac tices I had learned  outside the  hom e were 
expec ted  to give way to an  em ergent, docile nature. T h ese  
practices, however, did not em erge , and  I tried to negotiate  
a  middle ground betw een my own experiences and  w hat w as 
expec ted  of me.
Physically, I had  becom e  a ccu s to m ed  to negotiating 
activities, discovering w ays in which I could perform a  task  
within the  range  of the  limitations I experienced , a lw ays 
realizing tha t my perfo rm ance  would be  different from the  
way so m e o n e  e lse  might perform the  s a m e  activity. 
S om etim es  this negotiation m ean t som ething a s  sim ple a s
using  my left a rm  ra th e r  th an  my right, a n d  th en  revers ing  
th e  d irec tio n s  of m o tions  req u ired  by th e  activity in o rd e r  
to  a c c o m o d a te  th is kind of c h a n g e .  Batting le f th an ded , for 
in s ta n c e ,  r e p r e s e n te d  th is kind of c h a n g e .  O th e r  social 
p r a c t ic e s ,  h o w e v e r ,  particu larly  t h o s e  involving g e n d e r  
i s s u e s ,  w e re  m uch  m o re  difficult to n e g o tia te .  D eterm in ing  
th e  limits of so c ia l  a c c e p t a n c e  for pa rt icu la r  k inds of 
ac t iv i t ie s  w a s  o f ten  m o re  difficult t h a n  s im ply  p e rfo rm in g  
th e  p rac tice  a s  it w a s  g enera lly  u n d e rs to o d . T h o u g h  o th e r s  
o ften  p e rc e iv e d  my b e h av io r  a s  a  failed  a t te m p t  to  perform  
so c ia l  p ra c t ic e s ,  t h e s e  p e r fo rm a n c e s  w e re  o ften  th e  g o a ls  I 
h a d  s e t  for m yself. In sch o o l,  particularly , t e a c h e r s  w e re  
inclined  to  b e liev e  th a t  if a  s tu d e n t  failed  to  perform  the  
t a s k  th e  t e a c h e r  h a d  s e t  for th e  c la s s ,  it w a s  b e c a u s e  th e  
s tu d e n t ’s  efforts  h a d  b e e n  insufficient. E th an  w a s  
in te rp re ted  in ou r  c la s s  a s  a  failed m an , a  m an  w ho  h a d  
failed  to  re ta in  contro l o v e r  his wife, Z e e n a .  I w o n d e re d  if 
E th a n ’s  failure  w a s  no t th e  resu lt  of his trying no t  to 
e x e rc is e  th a t  kind of p o w e r  a t  all. His w il l ingness  to drive 
th e  s le d  into th e  elm , h o w ever ,  left m e  w o n d e r in g  a s  well 
w h e th e r  h e  cou ld  im ag ine  an y  o th e r  w a y  of rela ting b e s id e s  
a  c h o ic e  b e tw e e n  two e x tre m e  v e rs io n s  of pow er.
Actually, both  Z e e n a  a n d  E than  w e re  v iew ed  a s  
fa i lu res ,  e a c h  suffering  th e  c o s t  of hav ing  r e v e r s e d  th e  
p o s i t io n s  so c ie ty  h a d  s e t  for th em . Z e e n a  ru led  E th a n ’s  life
with her  d e m a n d s  an d  h e r  hypochondria , and  E than bow ed  to 
her  w ish e s  to th e  point of feeling a s  d e s p e r a te  a n d  
p o w e r le s s  a s  Mattie.
T h e  R ealis t  Tradition a n d  an  Illiteracy of th e  Im agination
At th is  poin t I will offer a  brief critique of two of the  
a s su m p t io n s  which s h a p e d  m uch of my educa tion a l  
e x p e r ie n c e  with literary s tu d ie s .  At a  p e rso n a l  level I 
b e liev e d  o p p o s i t io n  in a n d  of itself w a s  a  viable w ay  to 
re s is t  so c ia l  fo rce s ,  including th o s e  r e p r e s e n te d  by literary 
tru ths . At th e  level of schoo l p rac tice  I w a s  e n c o u ra g e d  to 
be lieve  tha t read in g  m ore  would lead  a  pe rso n  to an 
u n d e rs ta n d in g  of how to re a d  differently.
R a th e r  th an  recon side r  my own read in g s  of E th a n  
F r o m e . I will d raw  from th e  work of a t  le a s t  two critics 
w ho c o n s id e r  th e s e  p a t te rn s  in relation to H erm an  
Melville’s  novel, B artlebv  th e  S c r iv e n e r . In the  d isc u ss io n  
to  follow I will c o n s id e r  th e  w a y s  in which t h e s e  two k inds 
of rea d in g s  (opposing  th e  read ing  a n d  read ing  m ore) c an  
perform  a  b lock  fu n c t io n . This function, it will b e  
s u g g e s te d ,  d i s a b le s  th e  rea d e r ,  who, a ttem pting  to n e g a te  a  
p a rt icu la r  in te rp re ta t io n , b e c o m e s  e n t r a p p e d  by op position , 
or, trying to find a  w ay  to re a d  (the  world) differently 
simply r e a d s  m ore  (m ore of th e  s a m e ,  in th e  s a m e  way).
W ilson Harris (1989), an  exiled C a r ib b e an  novelist, 
critic, a n d  s c h o la r ,  c la im s  th e  rea lis t  trad ition  s t ru c tu re s  
a n  "illiteracy of th e  im agination." T h e  logic of rea lism , 
c o n tin u e s  Harris, s t e e p s  u s  in a  worldview which c o n c e iv e s  
of its own history in te rm s  of c e n te r s ,  origins, a n d  
e s s e n t ia l  identities (p. 19). This kind of logic c o n s t ra in s  
literary e x p re s s io n s  a s  it s h a p e s  la n g u a g e  to its own 
d es ig n .  By defining th e  te rm s , c a teg o r ie s ,  a n d  ru les  of 
o p e ra t io n  to b e  em p lo y ed , rea lis t  logic a u th o r iz e s  ce r ta in  
p e rs p e c t iv e s ,  a n d  d isa llow s o th e rs .  H arris  c la im s th a t  this 
kind of logic is c h a ra c te r iz e d  by depriva tion , a  depriva tion  
of im agination. He d raw s  upon Melville's novel, B artlebv  th e  
S c r i v e n e r , to illustrate  th is  point.
B artleby  h a s  perfo rm ed  a s  a  sc rivener, a  co p ie r  of 
legal d o c u m e n ts ,  u n a b le  to  c o n s tru c t  writings au th o r ize d  by 
his own e x p e r ie n c e s .  His writing a n d  his life h a v e  b e c o m e  
d ise m b o d ie d .  In a n  a t te m p t  to a lte r  his re la tionsh ip  to his 
work a n d  to th e  p o w ers  th a t  a u th o r ize  it, Bartleby s e t s  
h im self  in opposition  to it. H arris  w rites:
B artleby  g rad u a lly  re l in q u ish e s  all 
c o m m u n ica tio n  with th e  so c ie ty  in which h e  
lives. H e is g iven  variou s  functions to perform  
a n d  h e  s t e p s  aw ay  from them  . . . [Melville] is 
a d d re s s in g  a  d e e p - s e a te d  problem , th e  problem  
of dep riva tions , th e  p rob lem  of tradition. How, 
in fact, to  s a y  certa in  th ings  which h e  finds 
him self unab le  to  sa y .  (p. 17)
Harris a rg u e s  th a t  Bartleby re a d s  the  logic of realism 
and , unable  to find a  way to revise  it, a ttem pts  to n e g a te  it. 
In this he  d o e s  not find a  way to reclaim his own body, and  
the  em bodied  experien ces  which may sa v e  his own life. As 
he  w ithdraw s from soc iety  in his opposition to its c o d e s  
and  m ores , it b e c o m e s  a p p a ren t  tha t dea th  is the only exit 
poss ib le  for so m e o n e  w ho “prefe rs  not” to participate  in 
society  (Melville, 1942, p. 119). Bartleby d o e s  not invent a  
different kind of reading of society , and , through this, a  
different identity for himself. By attem pting  only to n e g a te  
a  sy s te m  which s e e k s  c lo su re  in se lf-in te res ted  ope ra tions , 
he  e n a c ts  his own kind of c losure  an d  s ta rv es  himself to 
dea th . His unrelenting p re fe rence  for opposition is fatal.
G regory S. J a y  (1990) a d d re s s e s  this th em e  in his 
book, A m erica the  S c r ivene r  which a lso  exp lo res  Melville’s 
B a r t le b y . In the  Introduction, J a y  co n s id e rs  Bartleby’s 
p red icam en t a s  an  a ttem pt on the  part  of Melville to 
critique the  a g e n d a  of civil d iso b e d ie n ce  e x p re s s e d  in the  
form of nonviolent re s is ta n c e .  While Bartleby stra teg ically  
n e g a te s  his relationship to the  law, in an  a ttem pt to n e g a te  
th e  law itself, his law yer/em ployer, a lso  th e  narra to r  of 
th e  story, r e a s s e r t s  the  s t ra te g ie s  of th e  law in relation to 
Bartleby. T he lawyer read s ,  writes, and  s p e a k s  the  logic of 
realism . His lifework is to a lw ays read  in the  s a m e  way, 
but m ore. He be lieves  th a t  he  partic ipates fully in the
lan g u ag e  arts, yet he  d o e s  so  only to the  d e g re e  th a t  th e s e  
a re  defined  within the  logic of realism . R ead ing  a s  
invention, a s  transla tion , a s  a  negotiation  of th e  cultural 
c o n tex t  w h ere  o n e  is positioned  in particu lar a n d  often 
con trad ic to ry  w ay s  in relation to soc ie ty  a n d  its 
identificatory c o d e s  is ex c luded .
As a  sym bol of literacy in a  tradition which p r izes  its 
written laws, th e  law yer e x h a u s ts  his know ledge  of read ing  
without e v e r  m aking s e n s e  of B artleby 's  refusal to ta k e  up 
his writing o n c e  again . T he  r e a s o n s  for B artleby 's  refusal 
to comply with w h a t  a p p e a r  to th e  law yer to b e  r e a so n a b le  
d e m a n d s  a re  incom prehensib le  to th e  lawyer. By his 
re p e a te d  a p p e a ls  to legal s tra te g ie s ,  the  law yer s e e k s  to 
au thor/ize  Bartleby 's return to his duty a n d  society . He 
w ish e s  to re d u c e  his own discom fort over Bartleby 's  
behav io r by drawing Bartleby into his reason ing . He can n o t  
s u c c e e d ,  how ever, b e c a u s e  Bartleby 's opposition is a b so lu te .
N either th e  law yer nor Bartleby write in o rd e r  to 
learn . Writing, for them , ne ither  ex p lo res  nor rev ise s  the  
social order. Each em ploys th e  ope ra tions  of a  sy s tem  
d e s ig n e d  to exc lude  nego tia tions, c o m p ro m ises ,  and  
indeterm inacy . T he  law yer’s  sy s te m  is d e s ig n e d  to force 
com pliance ; Bartleby 's is d e s ig n e d  to e x p re s s  opposition .
T h e s e  c r i t iques  illustra te  how  B artleby ’s  refusa l to 
au tho r/ ize  his own ac tio n s  is no m ore free  th an  his
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lawyer’s. By defining his own freedom  a s  “the  lack of 
determ ination  and  a s  the  ab so lu te  play of will a s  whim ,”
Bartleby c re a te s  a  sy s tem  of p re fe ren c e  which “is itself 
ultimately unfree” (Jay, 1990, p. 25). He a b a n d o n s  w hat 
Maxine G re e n e  calls the  notion of freedom  which calls  for 
hum an action and  interaction. He “feel[s] conditioned, 
de te rm in ed , ev en  fa ted  by prevailing c irc u m s ta n c e s”
(G reene , 1988, p. 124). In his total opposition, Bartleby 
w ithdraw s from soc ie ty  an d  e n c lo s e s  himself within his 
own totalizing system . His civil d iso b e d ie n ce  s u c c e e d s  a t  
exposing  th e  lawyer an d  the  legal sy s tem  in their self- 
in teres ts , but it d o e s  so  only a t  the  price of his own life.
Reading  in e ither  of th e s e  w ay s  illustrates an  
illiteracy of imagination. This kind of reading  is im m ersed  
in rea lism ’s  com m on assu m p tio n s . Gayatri Spivak  calls  this 
im m ersion th e  "worlding" p ro c e s s  itself (1986, p. 146).
E ither s t ra te g y  lea v es  intact th e  s y s te m ’s  s truc tu ra l logic.
It is a  logic which a ttem p ts  to exc lude  a n y  s t ra te g ie s  which 
m ight lead  to its own revision.
Wilson Harris n o tes  th e  paradox  within W estern  
rea lis t tradition a s  it r e p re se n ts  itself a s  th e  origin, the  
cen ter , and  the  ideal of culture. Such a  view d e n ie s  its own 
c ro ss -cu ltu ra l  roo ts . H arris w rites:
S ch o la rs  d ec la re  tha t  if w e  w ere  to a t tem p t to 
c h a r t  four c o rn e r s to n e s  in W es te rn  literature, 
w e would look to the  work of S h a k e sp e a re ,
Dante, G oethe  and  Homer. Now that s e e m s  (on 
the  face  of it) a  straightforward proposition.
But then  w e turn to what F rances  Yates has to 
say  and  w e d iscover . . . the  cross-cultural roots 
which may lie in S h a k e sp ea re  or in Dante have 
apparently  vanished , (p. 14)
Harris calls this kind of totalizing framework a  b lo ck
fu n c t io n . It is a  framework for a  theory of knowledge which
is constructed  in a  way which eclipses  its own so u rc es  (p.
15). Its sy s tem  of lang uage  d en ies  the political tu rbu lence
of its own construction and  provides a  kind of false
co rre sp o n d en ce  betw een  language  and an  idealized reality.
For Bartleby, a s  rumors reported after his death ,
y ears  of service “a s  a  subord inate  clerk in th e  D ead Letter
Office of W ashington" p reced ed  his em ploym ent with th e
lawyer/narrator. The narrator ask s :  “Dead letters! D oes it
not sound  like d e a d  m en ? ” (Melville, 1942, p. 155).
Jo  Anne P ag an o  (1990), in her consideration of
partriarchal com m unities in Exiles and  C om m unity .
o b se rv e s  th a t  th is fatal a s p e c t  c h a ra c te r iz e s  patriarchal
sys tem s. The body is den ied  (transformed into d e ad
letters?) while the  experiences  of the body b eco m e  a
subtext, a  “hidden injury" (p. 136). T hose  who would sp e a k
from the  site of the body a re  den ied  a  voice, while those
who gain a  voice do so  a t  the  e x p e n se  of their own g en dered
experiences . Such d isconnections m ake speaking and
writing complicitous ac ts . “Either w e a re  locked out or we
a re  plagiarists. T he s to ries w e tell a re  not our own” (p. 
132). This is even  more true for w om en than  men, P agano  
a rg u e s ,  b e c a u s e  it is the  experience  of the  feminine which 
is m ost repud ia ted  by patriarchal prac tices , and  w om en 
retain this fem inine connection  through their own bod ies  in 
sp ite  of any  m aste ry  of language  they  might perform in the  
nam e of reason .
T he  ten s io n s  which result from trying to c re a te  
s p a c e s  and  sp e a k  our own voices charac terize  P a g a n o ’s 
s e a rc h  for a  style of feminist pedagog ica l p rac tice  which 
“d isp lays confidence  in connection” (p. 81). Bartleby had  
lost all su ch  confidence, and  his total opposition den ied  
connec tions  a s  com pletely  a s  the  d e a d  letter sys tem . His 
plight illustrates th e  n e e d  for an  ap p ro ach  to literary 
s tu d ie s  which ex p lo re s  th e  cultural co n tex t of writers an d  
rea d e rs ,  including th e  su bord ina te  go a ls  which m ay 
c h a rac te r ize  a n d  m otivate  their actions. Within this 
con tex t, th e  literate im agination is a  collective 
construction , d e p e n d e n t  upon th e  in teractions of an 
in te rp re tiv e  com m unity .
In this section  I have  recoun ted  severa l a s p e c t s  of my 
educa tiona l ex p e r ien c es ,  s e le c te d  b e c a u s e  of the  formative 
influence they  had  in my life. My paren ts , te a ch e rs ,  an d  I 
w e re  s i tu a ted  within a  cultural con tex t which sp o n s o re d  
th e  belief th a t  literary s tu d ies  w e re  a  m e a n s  of gaining
u n d e rs ta n d in g  a b o u t  universal tru ths , t ru th s  be lieved  to b e  
g e n d e r -n e u tra l .  W h a tev e r  ba rr ie rs  a n d  c o n s t ra in ts  th e re  
w e re  in a  g iven curriculum w e re  be lieved  to b e  irreducible 
to social or historical fac to rs . This view  m a d e  th e  work of 
revising th e  s y s te m  difficult for m e  to im ag ine , m uch  le s s  
articulate . Held in su ch  aw e, the  nove ls  w e  rea d  a n d  the  
q u e s t io n s  w e  a n s w e re d  w e re  m uch like th e  d e a d  le tters  
B artleby  d e liv e red  to th e  fires.
Missing from t h e s e  e x p e r ie n c e s  w a s  a  collective  
negotia tion  of th e  w a y s  by which w e  s i tu a te  o u r se lv e s  in 
re fe re n c e  to tex ts . P a g a n o  (1990) h a s  s u g g e s te d  th a t  the  
office of lite ra tu re  is to t e s t  th e  re la tio n sh ip  b e tw e e n  
la n g u a g e  a n d  reality. Drawing upon th is p e rsp ec tiv e , the  
office of p e d a g o g y  m ay b e  to e x c a v a te  th o s e  socioh is to rica l 
p ra c t ic e s  which s h a p e  learn ing  (N ew m an, Griffin, a n d  Cole,
1989). B a rb a ra  Harlow (1987) ca lls  th is  ex ca v a tio n  p ro c e s s  
th e  "linguistic s trug g le  on th e  cultural terra in" (p. 27). T he  
d a n g e r  of revers ing  p a t te rn s  of dom ina tion  ra th e r  th an  
reco nstruc ting  th em  rem a in s  a  real th rea t ,  how ever, e v en  in 
th e  e x cav a t io n  p ro c e s s .  Harlow rem inds  u s  th a t  it is 
th ro u g h  "self-critical c o n tro v e rs ie s "  (p. 29) th a t  w e  m ay  
find w a y s  to rev ise  th e  p a t te rn s  of a s s u m p t io n s  a n d  pow er- 
re la tions which h av e  s h a p e d  us.
O n e  of th e  difficulties w e  f a c e  in articu la ting  our 
e x p e r ie n c e s  is th a t  w e  a re  socially  c o n s t ru c te d  within a
terra in  of u n d e c id a b le s  (Laclau, 1990, p. 173). A political 
d im en sio n  of co n trad ic tio ns  a n d  c o e rc io n s  rem a in s  an  
in h e re n t  e le m e n t  in soc ia l  s t ru c tu re s .  Within th is  cultural 
con tex t, know ledge, e v e n  of o u rse lv es ,  is m ed ia te d  th rough  
a  m iddle  g ro u n d  (McCarthy, 1990) w here in  cultural 
m e a n in g s  m ay  not b e  m a p p e d  with any  final, s ta b le  m arkers . 
As th e  m ost com m on  tool of cu ltu re , la n g u a g e  is itself 
in de te rm ina te ,  e v e n  th oug h  W es te rn  trad itions  which h av e  
d o m in a ted  this cen tu ry  h a v e  m ain ta ined  th a t  reality c a n  b e  
fixed with certa in ty . T he  w ork of a  litera te  im agination  is 
to exp lo re  th is m iddle a ro u n d , w h e re  ig n o ran ce  m ay  b e  
s h a p e d  by re s is ta n c e  to knowing (Fe lm an, 1989; P en ley , 
1986; J a y ,  1990), a n o th e r  form of block function.
T h e  E thnograph ic  S tudy  
As a  r e s e a r c h e r  particu larly  in te re s te d  in th e  
p e d a g o g ic a l  i s s u e s  a s s o c ia te d  with literary s tu d ie s ,  I h a v e  
a t te m p te d  to b e  self-critical a b o u t  th e  w a y s  my own 
in te re s ts  in th is p ro jec t e m e rg e d ;  a b o u t  how  th e  s tu d y  w a s  
d e s ig n e d ,  th e  d a ta  co llec ted , a n d  th e  an a ly s is  a n d  reporting 
c o n s tru c ted .  P a g a n o  (1990) rem in ds  u s  that:
S ch o o l k n o w ledge  is tex tual a n d  au tho rita tive .
H e w ho  is its a u th o r  e x e rc is e s  a  legitim ate  
p o w e r  to co ns truc t ,  define , a n d  c ircu m scr ib e  th e  
world in his own figures . He w ho  in te rp re ts - th e  
te a c h e r - in sc r ib e s  his d e s i r e  on th e  world. He is 
th e  priest, th e  sc ien tis t ,  th e  au tho r ,  th e  t e a c h e r .
He is the  gram m arian of the  text and  his 
relationship to it is one  of privilege. He 
re p re se n ts  the  limits and  th e  te rm s of the  
cultural conversa tion , (p. 80)
T h ese  words caution the  re sea rch e r  a s  well a s  the teacher ,
reminding us to explore the question of w h o se  in terests  a re
se rv ed  by particular notions of reality, or literacy, or o ther
forms of cultural currency. In C hap ter  T hree  I will explore
Ben T rev a rd ’s 1 pedagogical style. It is a  style which a t
first g lan ce  e x c a v a te s  m any a s p e c ts  of the  cultural context
I have  called the  middle ground. In the  following section I
would like to offer an overview of the  study, including the
resea rch  m ethods which w ere  employed.
Having s tud ied  in a  literary theory  c o u rse  with
Trevard, I visited two of his American literature c la s s e s  at
the  beginning of the  following se m es te r .  In th e s e  c la s se s ,
Trevard  em ployed  questioning an d  mapping s tra teg ies  which
he had  developed, but had not employed in the sa m e  way in
the  c la s s  I had  taken. During o n e  of the visits, Trevard
m apped  a  s tu d en t’s reading from Gertrude S te in’s  novel
T h ree  L ives, writing with chalk on the  board  in a  very
ephem era l way. In her reading, the s tu den t had raised
ques tio ns  abou t why the  author had retold the even ts  of the
d e a th  of R osie ’s  child from severa l perspec tives. In S te in ’s
1 All names associated with the ethnographic study represent pseudonyms 
in order to provide for the anonymity of those involved.
retellings, th e  e v e n t  w a s  re c a s t ,  d e p en d in g  upon th e  
s p e a k e r ’s  position  in rela tion  to o th e r  c h a ra c te r s .
After th e  read ing  w a s  co m p le ted  a n d  th e  sk e tc h  w a s  
draw n, T revard  talked  with th e  r e a d e r  a b o u t  th e  ske tch , 
check ing  to b e  s u re  it r e p re s e n te d  h e r  in te rpreta tion  
a d eq u a te ly .  After a  few  m o m e n ts  of c o n v ersa t io n , T revard  
d rew  o th e r  m e m b e rs  of th e  c la s s  into th e  d isc u ss io n ,  ask ing  
if they  s h a re d  th is  p e rspec tive , o r if th ey  had  c o m e  up with 
o th er  w a y s  of read ing  th e  se lec tion . This pa tte rn  of 
sk e tch ing  while a  s tu d e n t  read , follow ed by d is c u s s io n s  of 
va riou s  kinds, con tinued  th ro ugh ou t the  c la s s  period. It w a s  
th e  m o s t  d e lib e ra te  form of an  in te rac tive  s ty le  I h a d  e v e r  
w i t n e s s e d .
T re v a rd ’s  recognition  of th e  cu ltural c o n te x t  of 
learn ing  led m e  to w o n d e r  a b o u t  his a p p ro a c h  to literary 
s tu d ies .  In o rd e r  to u n d e rs ta n d  how  th is  s ty le  w orked, I 
p ro p o se d  to co nd uc t an  e th n o g rap h ic  s tudy  in th e  upper 
division c la s s  h e  w a s  teach in g . I s e le c te d  th a t  c la s s  
b e c a u s e  it o ffered  a  b ro a d e r  distribution of s tu d e n ts  in 
te rm s  of a g e ,  rac e ,  a n d  nationality.
I w a s  an  u n reg is te red  m e m b e r  of this s e n io r  level 
lite ra tu re  c la s s ,  which m et tw ice w eekly , beg inn ing  th e  
s tud y  in th e  fifth w e ek  of a  16 w e e k  s e m e s te r .  I took n o te s  
from a  d e s k  in th e  back  row, bu t did not read  th e  novels  a t  
th e  s a m e  p a c e  a s  th e  c la s s ,  or partic ipate  in th e
d isc u ss io n s  e x ce p t  on rare  o c ca s io n s .  On th o se  o c c a s io n s  
my pa rt  in the  d isc u ss io n s  te n d e d  to a d d re s s  th e  s tudy  
itself, e i th e r  by inviting v o lu n te e rs  for in te rv iew s or 
explain ing  my in te re s ts  in th e  p e d ag o g ica l  s t r a te g ie s .  E ach  
c la s s  period  w a s  a u d io ta p e d .2 I reco rd ed  23 , n inety-m inute  
s e s s io n s  in all. T h e s e  t a p e s  w e re  t ra n sc r ib e d  se lec tive ly . 
For e a c h  c la s s  period I took n o te s  a t  length, focusing  
regularly  on th e  d y n am ics  of th e  c la s s  in g e n e ra l ,  a n d  
particularly  on s tu d e n ts  w ho  e m e rg e d ,  in my o b se rv a t io n s  
a n d  writing, e i th e r  for the ir  con tr ib u tio n s , th e ir  s i le n c e s ,  
or s o m e  o ther  pa tte rn  which I pe rce iv ed  for v a rious  r e a s o n s .  
I m ain ta ined  a  journal of my e x p e r ie n c e s ,  m et with a n d  
in terv iew ed th e  t e a c h e r  a n d  e le v en  s tu d e n ts  (nine w ho w ere  
in th e  c la s s  a t  th e  tim e a n d  two w ho had  b e e n  enrolled  in a  
p rev io u s  s e m e s te r ) ,  for a  total of fifteen in terview  hours .
1 a lso  rea d  a n d  pho tocop ied  m ore  th an  100 s tu d e n t  e s s a y s ,  
written in th e  form at d e s ig n e d  by th e  te a c h e r ,  a n d  given to 
m e  voluntarily. T revard  prov ided  m e  with th e  ev a lua tion  
form s his s tu d e n ts  had  co m p le ted  o v e r  th e  s e v e n  y e a r s  of 
his p ra c t ic e .
In th e  report of th e  s tud y  in C h a p te r  T hree , I offer an  
a c c o u n t  in narra tive  form, with s o m e  d a ta  p lac ed  in th e  
A ppendix  sec tio n  of th is  d isse r ta t io n .  A d isc u ss io n  of th e
2 Permission to cite student discussions under the protection of anonymity 
w as recorded on audiotapes #002 and #010 for general discussions; on 
audiotapes #012, 022, 024, 026, and 028 for individual students.
s tudy  follows th e  narration. T he  organizational style of the  
report is in tended to p re sen t  the  study in a  way which 
m e e ts  the  d e m a n d s  of formal criteria while contributing to 
a  conversa tion  am ong te a c h e rs  and  co lleagu es  a t the  sa m e  
t im e .
O rganization  of the  D issertation
In C hap te r  O ne  I have  offered an  autobiographical 
acco u n t of my own educational experiences , an d  a  
d iscussion  of tho se  exp eriences . I have  m ade  the  asse rtion  
tha t  a  considera tion  of the  cultural con tex t is an  im portant 
a s p e c t  of literary s tud ies . Even w hen the  significance of 
the  cultural con tex t is d en ied , a  p e rso n ’s  goa ls  may 
ex e rc ise  a  shap ing  influence on th e  interpretive p ro ce ss .
T he te a c h e r  w h o se  socially interactive s ty le  will be  
explored a t  length in later ch ap te rs  h a s  been  introduced, and  
a  brief a cco u n t  of the  study 's  m ethodology h a s  b e en  offered.
In C h ap te r  Two I will cons ider  a  review of the 
litera ture  perta in ing  to this d isse rta tion . T he  im portance  
of au tob iograph ical writing in educa tiona l re se a rc h  will b e  
explored, particularly a s  it h a s  b e en  env is ioned  by William 
Pinar (1975) an d  Pinar a n d  G rum et (1976). A brief accoun t 
of th e  institutional history of a c a d e m ic  literary s tu d ie s  
will b e  offered. T he  w ay s  different theo ries  of lan g u ag e
h av e  con tribu ted  to the  reconcep tualiza tion  of learning a s  a  
construc tive , soc ioh is to rica l p ro c e s s  will b e  rev iew ed.
C h a p te r  T h ree  will report the  findings of th e  
e thnograph ic  study. Four s k e tc h e s  of c la s s  dy nam ics  a re  
portrayed , a n d  the  an a lysis  a n d  d iscu ss io n  of th e  resu lts  a re  
f ra m e d .
In C h ap te r  Four I will d isc u ss  in m ore detail the  
ana lysis  of the  study, a d d re ss in g  the  p rob lem s an d  
lim itations a s s o c i a t e d  with th e  pro jec t.
In C h ap te r  Five, a  sum m ary  a n d  conclu sions  will be  
offered. I will c o n s id e r  th e  co n n ec tio n s  am o n g  the  
au tob iog raph ica l  writing o ffered  in c h a p te r  o n e ,  th e  report  
of the  study, a n d  so m e  is s u e s  a s so c ia te d  with th e  des ig n  of 
a  good  curriculum for a  post-m odern  a g e .
CHAPTER TWO 
REVIEW OF LITERATURE
The context,' or p lace, of the e thnograph ic  s tudy  is an 
im portan t a s p e c t  of this re sea rch . D ep ar tm en ts  of literary 
s tu d ie s  a re  a lw ays a lread y  under the  influence of historical 
fo rce s  w hen  te a c h e rs  an d  s tud en ts ,  a s  ac to rs  engag ing  in 
d iscu rs iv e  p rac tices , a s s u m e  their positions rela tive  to on e  
an o th e r .  Alan Pred  (1984) a rg u es , in “P lace  a s  Historically 
C on tingen t P ro c e s s ” th a t  “place is a  p ro c e s s  w h e reb y  the 
reproduction  of social an d  cultural form s, the  form ation  of 
b io g rap h ies ,  a n d  the  transform ation of n a tu re  c e a s e le s s ly  
b e co m e  one  ano ther” (p. 282). Considering the  p ro c e s s  of 
p lace , it is significant th a t  the te a c h e r  in q u es tio n  in this 
s tud y  is teach ing  American literature in a  d e p a r tm e n t  noted  
for its early and  later influence in the  d ev e lo p m en t of New 
Criticism, and  w here  this te a c h e r  e a rn e d  his u n d e rg ra d u a te  
d e g re e .  It is a  departm ent which has  b e en  e n g a g e d  in a  
curricu lar  reform project for sev era l  y ea rs ,  a n d  w h e re  
te n s io n s  over  reform is su e s  often run high.
It is significant a lso  tha t this s tu d y  is s i tu a ted  in the 
region of the  U. S. known a s  the Deep South, w here  
socioh is to rica l p a tte rn s  rela ted  to race , g e n d e r ,  a n d  social 
c la s s  a re  a t  work in particular, and  yet so m e tim e s  
contrad ic tory  w ays. The relationship b e tw een  the  te a c h e r
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a n d  his s tu d e n ts  m ay b e  unders tood , in light of th e s e  
a s p e c t s ,  a s  a  kind of historically m arked , tho ugh  u n s tab le ,  
te rra in .  T e n s io n s  re la te d  to identity fo rm ation , literacy, 
a n d  th e  politics of d iffe rence  a re  constitu tive  e le m e n ts  of 
th e  com position  of Ben T rev a rd ’s  c la s s .
T he  notion of subjectivity, a s  it m ay b e  u n d e rs to o d  in 
rela tion  to th e  p a rt ic ip an ts  involved in th is  s tudy , including 
m yself  a s  r e s e a rc h e r ,  is a lso  constitu tive  of p la c e  (Pinar, 
1991; Laclau, 1990; P red , 1984; McCormick, Waller, a n d  
Flower, 1987). G e n e ra l  p a t te rn s  of identity form ation  m ay 
b e  d raw n  b e tw e e n  o n e ’s  “p la c e ” (geographically) a n d  th e  
e x p e r ie n c e  of o n e ’s  “loca tion” (history) (Entrikin, 1 991 , pp. 
129-34), bu t on a n  individual level, t h e s e  p a t te rn s  a re  often 
con trad ic to ry  in n a tu re  (N ew m an e t  al., 1989; M cCarthy,
1 9 9 0 ) .
M any p eo p le  c o n cu r  with the  notion th a t  th e re  is a  
c o r r e s p o n d e n c e  b e tw e e n  a  p e r s o n ’s  cultural a s s ig n m e n t  of 
identity a n d  o n e ’s  in te res ts ,  n e e d s ,  a n d  beliefs . This 
s te reo ty p ic a l  u n d e rs ta n d in g  of identity a s  a  s ta b le  
configura tion  d rives  m uch  of th e  political, cu ltural, a n d  
ed uca tio na l  b u rea u c ra cy  in U. S. institutions. It h a s  b e e n  a  
fo rm ative  princip le  in th e  re c e n t  e d u c a t io n a l  p ro g ra m s  
d e s ig n e d  to  fo s te r  ap p re c ia t io n  of cultural d iversity  in th e  
“m o sa ic ” (not the  melting pot) of U. S. society . W hen  
d e sc r ib e d  a s  a  m osa ic , U.S. soc ie ty  is v iew ed a s  a
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c o m b in a tio n  of d is tinc t cultural a n d  e th n ic  g ro u p s ,  differing 
from o n e  a n o th e r ,  bu t relatively iso m o rp h ic  within the ir  
own ranks .
T his  c o m m o n  s e n s e  belief in s te reo ty p ic a l  iden tities  
is p rob lem atic , how ever, a n d  h a s  b e e n  criticized by 
curricu lum  a n d  soc ia l  th e o r is ts  (M cCarthy, 1990; E dgerton ,
1992; Hicks, 1991). S te reo typ ica l  a s s u m p t io n s  a b o u t  
identity c o n s t ru c t  b a rr ie rs  am o n g  p eo p le ,  m aking it 
difficult to  re c o g n iz e  th o s e  in te re s ts ,  n e e d s ,  a n d  beliefs  
which peo p le  s h a r e  a c ro s s  d iffe rences , a n d  th o s e  a r e a s  of 
d if fe ren ce  within o th e rw ise  s te re o ty p e d  g ro u p s .  T h e  notion 
th a t  p e o p le  m ay  b e  positioned  in particu lar a n d  
con trad ic to ry  w a y s  in relation to m a t te r s  of g e n d e r ,  race , 
a n d  c la ss ,  a n d  th a t  th e s e  in te rconnections  m ay  b e  m a d e  
e v e n  m o re  p rob lem atic  by political, econ om ic , a n d  cultural 
c irc u m s ta n c e s  h a s  b e e n  p ro p o se d  by Emily Hicks (1991) a n d  
C am ero n  M cCarthy (1990) a s  a  theory  of n o n s v n c h r o n v .
M cC arthy  (1990) a rg u e s  th a t  n o n sy n c h ro n o u s  re la tions  
a r e  o rg a n iz e d  a ro u n d  th e  princip les of se lec tio n , inclusion, 
a n d  exc lu s ion , constitu ting  institu tions su c h  a s  s c h o o ls  a s  
s i t e s  for th e  p roduction  of politics, a  “politics of 
d if fe ren c e ” (p. 83). W e m ay c h a l le n g e  th e  s te reo ty p ica l  
a s s u m p t io n s  a b o u t  identity s t ru c tu re s  in schoo ling  by 
exploring  th e  w ay  identity is c o n s tru c te d ;  th e  w ay  w e  
n e g o tia te  th e  con trad ic tio n s  w e  e n c o u n te r  in our lives; a n d
th e  w ay  w e  s h a r e  in te res ts ,  n e e d s ,  a n d  be liefs  with p e o p le  
w ho  m ay  b e  r e p r e s e n te d  in m a s s  cu ltu re  a s  ca tego rica lly  
d iffe ren t  from o u r s e lv e s .  L ite ra tu re  is s o m e t im e s  
e m p lo y e d  a s  a  kind of o rgan iz in g  principle within th is 
a p p ro a c h  to identity s tu d ie s .  S u s a n  E dgerto n  (1992) a rg u e s  
th a t  w h en  w e  rea d  a n d  write a b o u t  ou r  e x p e r ie n c e s  of 
lite ra tu re , w e  e s ta b l is h  a  d ia lec tic  b e tw e e n  th e  tex t  a n d  
ou r  ow n r e s p o n s e s .  C onsidering  o th e r  r e a d e r s ’ e x p e r ie n c e s  
of l i te ra tu re  am p lif ie s  th e  iden tif ica to ry  d im e n s io n s  by 
multiplying th e  p e r s p e c t iv e s  a n d  re la tions  to b e  c o n s id e r e d  
(M orrison , 1992).
S u c h  re a d in g s  ta k e  into c o n s id e ra tio n  th e  m an y  
c o m p e tin g ,  m ateria l  fo rc e s  w hich a ffec t  th e  w a y  s e l f  is 
c o n s t ru c te d  socially . A p p ro a c h e d  p h e n o m e n o lo g ic a l ly ,  se lf  
is a n  o b jec t  of kno w ledge  (som eth ing  to  b e  known) a n d  a  
su b je c t  (o n e  w ho  know s) inex tricab ly  w o v e n  to g e th e r  (P in a r  
a n d  G rum et,  1976; G rah am , 1991). M adele ine  G ru m e t’s  
(1988) “B o d y re a d in g ” c o n s id e r s  how  bring ing  “w h a t  w e  
know  to w h e re  w e  live h a s  not a lw ays b e e n  th e  p ro jec t  of 
curriculum . Schoo ling  . . . h a s  functioned  to re p u d ia te  th e  
body, th e  p la c e  w h e re  it lives, a n d  th e  p e o p le  w ho c a r e  for 
it” (p. 45 4 ) .
T h e  a u to b io g ra p h ic a l  writing in c lu d ed  in th is  
d is se r ta t io n  d ra w s  upon  a  m odel of inquiry a n d  a n a ly s is  of 
e d u c a t io n a l  e x p e r i e n c e s  c r e a te d  by William P in» r  (1975)
a n d  Pinar a n d  G rum et (1976) in their a n a ly s is  of curriculum 
a s  c u r r e r e . With an  e m p h a s is  on unders tand ing  th e  self, 
th is  m eth od  em p loys  se v e ra l  s t a g e s  of au tob iog raph ica l 
exploration , during which the  writer fo c u s e s  on p a s t  e v en ts ;  
on future possibilities; on an  a n a ly s is  of the  p re s e n t  
m om ent; a n d  finally on a  syn thetic  reading of th e s e  
explora tions (P ad g h am , 1988, pp. 374-75). T hrough this 
app roach , a  pe rso n  m ay explore how s h e  is s i tua ted  am ong 
re la tions of po w er in th e  world, within a  matrix of often  
con trad ic to ry  in te rre la t io n sh ip s  (Doll, 1992, in p re s s ) .
T h e  re la tionsh ip  b e tw ee n  th e  au to b iog raph ica l  
narra tive  a n d  the  e th n o g rap h ic  s tudy  I will report  is 
foundational. I a g re e  with Connelly an d  C landinn (1990) 
t h a t :
W e a re ,  a s  r e s e a rc h e r s  a n d  te a c h e rs ,  still 
telling in ou r  p rac tices ,  ou r  ongoing  life s to r ie s  
a s  they  a re  lived, told, relived a n d  retold. W e 
res tory  earlie r  e x p e r ie n c e s  a s  w e reflect on 
later e x p e r ie n c e s  so  s to r ie s  a n d  their m ean in g  
shift a n d  c h a n g e  over time. (p. 9)
S ta te d  briefly, c u r r e r e  is s h a p e d  by the  following
o b j e c t i v e s :
To render o n e 's  own educational ex p erien ce  . . . 
into w ords  . . . .  [To] u se  o n e ’s  critical faculties 
to u n d e rs ta n d  w ha t principles a n d  p a tte rn s  have  
b e e n  opera tive  in o n e ’s  educational life . . . .  [To] 
an a ly ze  o th e rs ’ e x p e r ien c es  to reveal . . . b as ic  
e d u ca tio n a l  s tru c tu re s .  (Pinar, 1975, p. 389)
T his  kind of se lf-re f lec tive  writing o ffers  th e  
r e s e a rc h e r /w r i te r  an  opportun ity  to re a d  s e le c te d  
e x p e r ie n c e s  c lose ly , ex p o s in g  in te re s ts  a n d  p e r s p e c t iv e s  
which h a v e  b e e n  c o n s tru c ted  in the  p ro c e s s  of living, but 
m ay  b e  h idden  by daily su b m ers io n  in lived e x p e r ien c es .  
M adele ine  G ru m et c o n te n d s  th a t  "know ledge of th e  world 
r e q u i r e s  k n o w le d g e  of se l f -a s -k n o w e r-o f - th e -w o r ld "  (in 
P inar a n d  G rum et, 1976, p. 35). This s e l f  is an  
in te rsu b je c t iv e  a n d  in tra su b je c t iv e  so c ia l  c o n s tru c t io n ,  
bo th  a  soc ioh is torica l o b jec t  of its own k now ledge , a n d  th e  
su b jec t ,  th e  know er of itself. Drawing upon  
p h e n o m en o lo g ica l  s tu d ie s ,  G ru m et a rg u e s :
T h is  p a ra d o x ic a l  iden tifica tion  of objec tiv ity  
with subjectiv ity , e a c h  rea l iz ed  th ro u g h  th e  
o ther , c r e a t e s  an  intellectual ten s io n  th a t  is a s  
in to lerab le  a s  it is g e n e ra t iv e ,  (p. 35)
T his  te n s io n  of co n tra d ic t io n s  c h a ra c te r iz e s  th e
m iddle g ro u n d  a n d  th e  p ro c e s s  of in terpretation  which
s h a p e s  m ean ing . In relation to th is  pro ject I am  s i tu a te d  a s
a  s tu d en t,  a  re se a rc h e r ,  a  co lleague , a  w om an , a  te a c h e r  of
te a c h e r s ,  a  m o ther  of d a u g h te rs ,  a  read e r ,  a n d  a  writer. My
own in te res ts  a n d  p e rsp ec t iv e s  h a v e  s h a p e d  a n d  a re  se rv e d
by th e  work of this study. T hey  h a v e  d e te rm ined , to a  large
d e g re e ,  th e  p a ra m e te r s  of the  s tudy , including th e  se lec tio n
of q u e s t io n s  to b e  ra ised  a n d  m e th o d s  to b e  em ployed . By
m aking  t h e s e  in te r e s ts  m ore  explicit, th ro u g h
au to b io g rap h ic  a n d  e th n o g ra p h ic  m e th o d s ,  th e  writing m ay 
offer w a y s  to n e g o tia te  th e  p a s s a g e s  of subjectiv ity  
b e tw ee n  th e  e x p e r ie n c e s  of re s e a rc h  a s  “a  pe rso n a l 
discipline . . . [and] a  p ro fessional o n e ” (Agar, 1980, p. 42).
I s s u e s  in Literary S tu d ie s
G era ld  G raff’s  (1987) w ork  P ro f e s s in g  L ite ra tu re  will 
b e  draw n upon liberally in th is sec t io n  in o rd e r  to co n s tru c t  
a  kind of co m p o s ite  sk e tch  of th e  field of a c a d e m ic  literary 
s tu d ie s  in the  U.S. Graff a rg u e s  th a t  English d e p a r tm e n ts  
s i tu a te d  in large  re s e a rc h  un ivers it ies , like th e  o n e  w h e re  
th e  e th n o g ra p h ic  s tud y  is s i tu a ted , m ay b e  c h a ra c te r iz e d  by 
their p a tte rn  of o rgan ization  w h e re  e a c h  m e m b e r  of the  
faculty  r e p r e s e n ts  a  s o m e w h a t  d is tinc t a r e a  of r e s e a rc h  
in te res t.  This a p p ro a c h  reflects  o n e  of th e  o p e ra tio n a l  
a s s u m p t io n s  of a c a d e m ic  literary s tu d ie s  in th is  cen tu ry , 
which is th a t  d e p a r tm e n ts  shou ld  provide both  b ro ad  
c o v e r a g e  of th e  literary “trad ition ,” th rou gh  su rv e y  c o u r s e s  
a n d  a  w ide  a rray  of offerings, a n d  in-depth  c o v e ra g e  
re p re se n t in g  individual p e r io d s  a n d  w riters .
This a s su m p tio n  h a s  s h a p e d  th e  institutional 
s t ru c tu re s  a n d  a d m in is tra t iv e  p o lic ies  of literary  s tu d ie s  
s in c e  th e  1 8 0 0 ’s  in su c h  a  w ay  th a t  c o u rs e s  h av e  b e e n  a d d e d  
w h en  c la im s  w e re  s u s ta in e d  th a t  c e r ta in  p e r s p e c t iv e s  w e re  
being ex c luded  from th e  curriculum. C o u rse s  a d d e d  in the
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la s t  thirty y e a r s  w e re  d e s ig n e d  to  r e p re s e n t  fem inist, 
A frican-A m erican, Latino, g a y  a n d  lesb ian , reg ional an d  
n a tio n a l ,  p o s t - s t ru c tu ra l ,  d e c o n s t ru c t io n ,  a n d  “th e o r e t ic a l” 
p e rsp ec t iv e s ,  to n a m e  ju s t  a  few. This a p p ro a c h  h a s  not 
p rov ided  a  w ay  for res truc tu r ing  th e  institutional a s p e c t s  
of literary s tu d ie s .  Ideological c h a l le n g e s  to b a s ic  
a s s u m p t io n s  h a v e  b e e n  m arg inalized  ju s t  a s  th e  p ro fe s so rs  
w ho  a re  identified with t h e s e  p e rs p e c t iv e s  h a v e  b e e n  
iso la ted . This p a tte rn  of isolation h a s  a lso  m a d e  it 
difficult for m any , s tu d e n ts  a n d  p ro fe s so rs  to  u n d e rs ta n d  
literary s tu d ie s  in te rm s  of th e  h istory  of th e  institution, 
ra th e r  th an  sim ply in te rm s  of th e  s trugg le  of e a c h  g ro u p  to 
b e  re p re se n te d  a s  “a  body of k now ledge .” T h e  larger, 
soc ioh is to rica l i s s u e s  a re  m a s k e d  by th e  im m ed ia te  
d iv is ions a n d  c o n s tra in ts  a s s o c ia te d  with th e  field (p. 258).
T h e s e  kinds of p rob lem s h av e  c h a ra c te r iz e d  the  
in s t i tu t io n a l iza t io n  a n d  p ro fe s s io n a l iz a t io n  of lite ra ry  
s tu d ie s  s in c e  th e  d e v e lo p m e n t  of th e  university  a s  an  
institution in th e  late  19th cen tury . D es ig n ed  to prov ide  an  
a r e n a  for re se a rc h  in the  U.S., in c o n tra s t  to w h a t  the  
c la s s ic a l  c o lleg e  p rov ided  for th a t  c l a s s  of c i t izens  
identified a s  d e s t in e d  for na tional le a d e rsh ip ,  the  
university  b e c a m e  th e  s ite  w h e re  th e  co m p e tin g  in te re s ts  
for h igher  ed u ca tio n  in a  m odernizing  nation c a m e  into 
c o n f l i c t .
In te rm s  of th e  institutional s tru c tu re s  of literature, 
an  historical pattern  e m e rg ed  for dealing with c h a l le n g es  to 
w ha teve r  app roach  w a s  dom inant a t  th e  time. W hether 
th e s e  ch a l len g es  w ere  identified a s  e x p re s s io n s  of 
hu m an ism , traditionalism , sch o la rsh ip ,  or criticism, 
(p e rsp ec tiv e s  which varied  in contradic tory  w ays  a s  their 
view s w ere  app ropria ted  by th e  structura l politics over  
time), is su e s  ga in ed  support until they  rep re se n te d  a  
cha llenge  and  then  w ere  a b so rb e d  into the  institution in the  
form of c o u rse s  ad ded . O nce  controversial additions then 
ten d ed  to gain support and  eventually sh a p e  the  dom inant 
views in y e a rs  to com e, leading to their own forms of a b u s e  
a n d  ex trem es. This pattern  re-occurred  w hen a  com peting 
pe rspec tive  e m e rg ed  to offer a  new  challenge, so m e tim es  
employing so m e  of the  s a m e  language  a s  previous issues , 
only in d ifferent w ays.
In his re se a rc h  of the  institutional history of 
a c a d e m ic  literary s tud ies , G erald  Graff (1987) a rg u e s  th a t  
t h e s e  structural p a tte rn s  have  se rv e d  a s  o b s ta c le s ,  blinding 
us to the  m ore important is su e s  and  q u es tion s  a t  s take  in 
th e  study of literature. Citing J a m e s  Kincaid, Graff c la im s 
th e  central question  is “ ‘how w e s i tu a te  o u rse lv e s ’ in 
re fe ren c e  to literary tex ts” (p. 262). The controversial 
na tu re  of this question , Graff a rg u e s ,  should  not d is su a d e  us 
from ad d re ss in g  it in th e  public a r e n a  of literary s tud ies ,
s in c e  pa rt  of th e  problem  h a s  b e e n  a  belief th a t  s tu d e n ts  
sh o u ld  b e  p ro te c te d  from th e  c o n tro v e rs ie s  which d e f in e  th e  
field a n d  th e  p rac t ic e s  a s s o c ia te d  with it. S o m e  of the  
m e m b e rs  of th e  d e p a r tm e n t  w h e re  th e  e th n o g ra p h ic  s tu dy  is 
s i tu a ted  h av e  b e e n  posing  this very  q u e s t io n  a s  m e m b e rs  
w ra n g le  with i s s u e s  of reform  a n d  res tru c tu r ing .
A s G raff’s  institutional h istory  s u g g e s t s ,  th e r e  h a s  
b e e n  a  g re a t  d e a l  of con trad ic tion  a s s o c ia te d  with th e  s tudy  
of l i te ra tu re . S in c e  con flic ts  w e re  sy s te m a t ic a lly  
su b m e rg e d  th rou gh  th e  p rac t ice  of m aking  add itions  to 
c o u rs e  offerings, ra th e r  th an  a d d r e s s e d  openly , te n s io n s  
a m o n g  g ro u p s  rep re se n tin g  the ir  ow n in te re s ts  re m a in e d  
high. A kind of h istorical fo rg e tfu ln ess  h a s  c h a ra c te r iz e d  
th e  field s in ce  its beginning. An ex am p le  of th is m ay  b e  
found  in trac ing  th e  history  of N ew  Criticism.
T hough  a c c u s e d  of be ing  ah is to rica l a n d  ideologically 
a n t i -h u m a n is t  in its la ter  form (B elsey , 1980), N ew  
Criticism first a p p e a r e d  a m o n g  th e  g e n e ra l i s t s  a t  th e  turn 
of th e  c e n tu ry  a s  a  w ay  of p ro tec ting  literary s tu d ie s  from 
th e  m ateria lism  which w a s  u n d e rs to o d  by s o m e  a s  
th re a te n in g  th e  nation (Graff, 1987, p. 93). C lass ica l  
h u m a n is ts ,  s o m e t im e s  ca lled  g e n e ra l i s t s ,  s u c h  a s  J o h n  
Ersk ine, B arre tt  W endell, a n d  Irving B abbitt h o p e d  to 
m ain tain  th e  s h a r e d  cultural v a lu e s  which th ey  a s s o c ia t e d  
with th e  s tu d y  of g re a t  litera ture, while th ey  a lso  a s s u m e d
th a t  na tional le a d e rs h ip  w a s  th e  right of th e  cu ltu red  
c l a s s e s  (pp. 85-89). By fo cus ing  on  a  “c lo s e  re a d in g ” of th e  
text, t h e s e  g e n e ra l i s t s  la te r  h o p e d  to k e e p  th e  h u m a n is t  
p e rs p e c t iv e  alive in a n  a g e  im m e rs e d  in m ateria lism  bu t 
th r e a te n e d  m o re  im m ed ia te ly  by  “positiv ism  a n d  
v o c a t io n a l is m ” (p. 134).
T h e s e  su b t le  rev is io n s  in p e r s p e c t iv e  illu s tra te  
G ra ff’s  o b s e rv a t io n  th a t  f a c t io n s  within lite rary  s tu d ie s  
h a d  to c o n te n d  with f req u en tly  c o n tra d ic to ry  p r e s s u r e s  
within th e ir  own ra n k s  a n d  a m o n g  te n ta t iv e  a l l ian c es .
“T h e re  w a s  a  te n d e n c y  to shift th e  e m p h a s i s  d e p e n d in g  on 
th e  e n e m y  in view” (p. 145). O ften, Graff a d d s ,  th e  e n e m y  
con tro lled  th e  te rm s  of th e  d e b a te  a n d  w h a t  w a s  a t  s ta k e  
w a s  w h e th e r  a  g ro up  could  m e a s u r e  up to th o s e  te rm s  a n d  
still m ain ta in  its o p p o s i t io n a l  s t a n c e .  S o m e tim e s ,  m ore  
w a s  c o m p ro m ise d  th an  m ight h a v e  b e e n  d e s ired .
A s a t t e n d a n c e  a t  c o l le g e s  a n d  u n iv ers it ie s  in c re a s e d ,  
a n d  a s  g re a te r  d iversity  b e c a m e  re p r e s e n te d  a m o n g  th e  
s tu d e n t ,  facu lty , a n d  a d m in is t r a t iv e  b o d ie s ,  “trad itiona l"  
cultural v a lu e s  cou ld  no lo nger b e  a s s u m e d  in th e  s tu d y  of 
lite ra tu re , th o u g h  th e  validity of th is  c la im  h a s  b e e n  
c h a l le n g e d  for m an y  r e a s o n s .  R a th e r  th an  dea lin g  with 
t h e s e  c h a n g in g  c o n d it io n s ,  h o w e v er ,  a c a d e m ic  literary 
s tu d ie s  tr ied  to c o n c e a l  th e  c o n tro v e rs ie s  by burying th em
or dealing with them  am ong  th em se lv e s  in professional 
o rg a n iz a t io n s .
This ap p ro ach  had  th e  effect of containing 
d isa g re e m e n ts  am ong factions until so m e  form of eruption 
occurred , a t  which time c o n c e ss io n s  would be  m ade  which 
would acknow ledge  the  conflict by a ttem pting  to bury it 
o n ce  again  in a  new  configuration of departm en ta l 
fragm entation. O ne  of th e  p rob lem s a s so c ia te d  with this 
kind of approach  w as  the  way schooling in the  U.S., 
particularly in the  high schools , w a s  sh a p e d  by the  
p rac tices , offerings, an d  e n tra n c e  req u irem en ts  of th e  
co lleges and  universities. This b e c o m e s  c lear  w hen we 
consid er  how New Criticism b e c a m e  a  force in the late 
thirties a s  an  ap p roach  to literary s tu d ies  o p p o se d  to the  
scholarly  m e th o d s  of re s e a rc h  which still controlled  
l itera ture  d e p a r tm e n ts .  Graff (1987) writes:
The new  pedagogica l concentra tion  on the  
literary “tex t  itself” w a s  d e s ig n e d  to 
c o u n te rac t  the  large p rob lem s of cultural 
f rag m en ta tio n , h istorical d iscontinu ity , a n d  
s tu d en t alienation. But putting the  e m p h a s is  on 
the  literary text itself a lso  had  a  m ore hum ble 
a d v an tag e :  it s e e m e d  a  tactic ideally su ited  to a  
new, m a s s  s tu den t body that could not be  
d e p e n d e d  on to bring to the  university any  
com m on cultural b ackg ro und -and  not just  th e  
s tu d e n t  body but the  new  p ro fesso rs  a s  well, 
who might often b e  only marginally a h e a d  of the  
s tu d en ts ,  (p. 173)
T w enty  y e a r s  la ter, N ew  C ritic ism ’s  e ffo rts  to 
“identify key im a g e s  s e t  in a  recurring  p a tte rn  of te n s io n ” 
lo ca ted  “within th e  w o rd s  on  the  p a g e ” would  b e  c h a rg e d  
with be ing  ah is to rica l a n d  un iversa lis t  (B elsey , 1980, p. 
21). New Critics s e e m e d  to have  a s s u m e d  th e  p lace  of the  
s c h o la r s  a s  th ey  so u g h t  to “d isp la c e  c o n te n t  in literary 
an a ly s is  an d , there in , to t re a t  a  w ork’s  form in a  m a n n e r  
a n a lo g o u s  to em pirical r e s e a r c h ” (Davis a n d  Schleifer,
1989, p. 20). New Criticism had  taken  to an  ex tre m e  the  
very  problem  it so u g h t  to o v e rco m e . T he  effec ts  of its 
w id e sp re a d  adop tion  in sc h o o ls  c a n  still b e  s e e n ,  four 
d e c a d e s  a f te r  its th eo re tica l  d e m is e  in th e  un ivers it ies .
T he  E m ergen t R e a d e r  
O n e  of th e  a s p e c t s  of th e  in terpretive  p r o c e s s  which 
New Critics h a d  te n d e d  to ignore  in th e  la ter  y e a r s  w a s  th e  
d e g r e e  to which th e  historical c o n te x t  of th e  r e a d e r  
in fluenced  th e  p ro c e s s  of identifying key  te rm s  a n d  im ag es . 
T h e  Critics a s s u m e d  th a t  individuals cou ld  a c t  ob jectively  
a n d  in d ep en d en tly  of history  a n d  th a t  w orks  of litera ture  
cou ld  b e  known through  a  “c lo se  rea d in g ” of their form s 
(B elsey , 1980 , p. 21). This a p p ro a c h  to literature is still 
co m m o n  in m any  sc h o o ls  a n d  universities, su p p o r te d  by the  
tac it  a s su m p t io n  th a t  learn ing  is little m ore  th an  the  
rec ep tio n  of k n o w led g e  (in th e  form of inform ation, a n d /o r  
m e th o d s)  d is s e m in a te d  by th e  te a c h e r .
In th e  las t  thirty y e a rs ,  d e m a n d s  for fem inist, 
A frican-Am erican, g ay  a n d  lesb ian , a n d  o th e r  form s of 
literary th e o r ie s  h av e  led to th e  addition  of still m ore 
c o m p o n e n ts  in the  field of literary s tu d ies .  Q u e s t io n s  
re la ted  to  literacy i s s u e s  h av e  a lso  s p o n s o re d  re n e w e d  
in te res t  in p e d ag o g ica l  i s su e s .  This in te res t  c a m e  a t  a  tim e 
w hen  m ore  a tten tion  w a s  being  given  to  th e  role of th e  
r e a d e r  a n d  q u e s t io n s  a b o u t  th e  in terpretive p ro c e s s  itself.
By the  1 9 7 0 ’s ,  a d d re s s in g  an  increasing ly  d iv e rse  
population of s tu d e n ts  in U. S. a n d  British sch oo ls ,  
r e s e a rc h e r s  b e g a n  to  fo cu s  o n c e  aga in  on i s s u e s  of r e a d e r s ’ 
r e s p o n s e s  to literature which h ad  fallen on  d e a f  e a r s  in th e  
U.S. in th e  th irties (R o senb la tt ,  1968 , 1970; Bleich, 1988; 
Holland, 1975; Fish, 1980). This em erg ing  field f ram ed  
i s s u e s  of literary s tu d ie s  very  differently  from New 
Criticism. It fo cu sed  “m ore  on th e  a c t  of read ing  than  on 
th e  tex t a s  an  ob jec t” (M cCormick e t  al., 1987, p. 268).
L ou ise  R o se n b la t t  (1968) h a d  first written L i t e r a tu r e  
a s  E xp lo ra tion  in th e  1 9 3 0 ’s, argu ing  for th e  s tudy  of 
lite ra tu re  a s  work cen tra l  in its “rela tion to th e  po in ts  of 
grow th in the  social an d  cultural life of a  d e m o c ra c y ” (p. 
ix). S h e  h a d  a rg u e d  th a t  th e  text, the  reader, a n d  the  
e x p e r ie n c e  of read ing  w e re  indivisible, o rg an ic  a s p e c t s  of 
th e  s tu d y  of lite ra ture .
As w a s  th e  c a s e  with m uch of th e  curriculum 
s p o n s o re d  by the  P ro g re ss iv e  M ovem ent, particularly  the  
w ork of soc ia l  m elio ris ts  a t  th a t  tim e, th e  field of literary 
s tu d ie s  g e n e ra l ly  ignored  R o s e n b la t t ’s  insigh ts , e m b ra c in g  
w h a t  w a s  becom ing  a  m ore  m odern is t  a p p ro a c h  in the  work 
of C lean th  Brooks a n d  R obert  P en n  W arren  (Kleibard, 1986; 
B elsey , 1980). T h e  develop ing  N ew Critical e m p h a s is  on 
objectivity, em piric ism , a n d  th e  s tu d y  of fo rm s c a p tu re d  
th e  spirit of m odern ism  which w a s  on th e  rise  nationally.
R o s e n b la t t ’s  c rit ique  w a s  no t a l to g e th e r  a n ti th e tica l  
to th a t  of B rooks or W arren , how ever. W hat s h e  h a d  actually 
ca l le d  for w a s  a  b ro a d e r  in te rp re ta tion  of th e  principle  of 
c lo s e  read in g , a  hallm ark of New Criticism. By advoca ting  
for a  c lo s e  rea d in g  of th e  in te ra c t io n  b e tw e e n  th e  tex t a n d  
th e  re a d e r ,  R o se n b la t t  fo c u s e d  a tten tio n  on th e  d ia lec tica l 
te n s io n  b e tw e e n  lite ra ture  a n d  th e  p e rs o n a l  e x p e r ie n c e  of 
read ing  (p. vi). I h a v e  ca lled  th is  field of ten s io n  th e  m iddle 
g round .
In R o s e n b la t t ’s  v iew , critics w e re  fellow re a d e r s ,  
first co n s tru c tin g , like o th e r  r e a d e r s ,  p e rs o n a l  a n d  e v e n  
em o tio n a l  r e s p o n s e s  to te x ts ,  b e fo re  nego tia t ing  the ir  
e x p e r ie n c e s  into o ther , m ore  c lo se ly  n e g o tia te d  
in te rp re ta t io n s . S h e  re je c te d  th e  notion th a t  s tu d e n ts  w e re  
r e a d e r s  w ho  w e re  su b ju g a te d  by te a c h e r s  a n d  su b m iss iv e  to 
th e  form s, p ro p ag a n d a ,  a n d  faults in a  work. It w a s  h e r  goal
to h a v e  r e a d e r s  re a d  a n d  e x p e r ie n c e  literature, not ju s t  the  
critical w orks  written a b o u t  lite ra ture . S h e  b e liev ed  
re a d e r s  cou ld  e n g a g e  in a  “t r a n s a c t io n ” with th e  tex t 
th rough  which they  s h a r e d  in th e  fu lln ess  of th e  literary 
e x p e r ie n c e .
Too often, R o se n b la t t  o b se rv e d ,  th e  e x p e r ie n c e  of 
litera ture  is “re d u c e d  to th e  level of la n g u a g e  e x e rc ise .  . . 
for th e  y o u n g ” (p. 217). C lo se  r e a d in g s , s h e  be lieved , led 
re a d e r s  to n eg o tia te  “th e  prob lem  of m e a n in g ” (pp. 111- 
119). It w a s  in th is a r e a  (the problem  of m eaning) th a t  New 
Criticism h a d  show n  its w e a k n e s s .  By insisting on locating 
m e a n in g  o n  th e  p a g e .  New Critics “failed to re c o g n ize  th a t  
m ean ing  ex is ts  only within . . .  a  specific  d isc o u rse  . . . an d  
c a n n o t  . . . inhere  t im eless ly  in th e  w ords  on th e  p a g e ” 
(Belsey, 1980, p. 18).
In th e  1 9 7 0 ’s, David Bleich (1978) e m e rg e d  with o th e r  
R e a d e r  R e s p o n s e  th eo ris ts  to ra ise  o n c e  ag a in  th e  is su e  of 
th e  r e a d e r s ’ e x p e r ie n c e  of literature, a t  a  tim e w h en  New 
Criticism w a s  in dec lin e . In th e  following se c t io n  I will 
a d d r e s s  briefly th e  work of two U. S. th eo ris ts ,  David Bleich 
a n d  N orm an Holland, a n d  th e  p e rsp ec tiv e  of W olfgang Iser, 
from th e  G e rm a n  sch o o l of R ecep tion  A esthe tics .
Bleich re je c ted  R o se n b la t t ’s  notion of t r a n s a c t i o n , but 
a rg u e d  th a t  r e a d e r s  w e re  iso la ted  in their r e s p o n s e s  to 
lite ra ture , m uch  a s  th e  N ew  Critics h a d  b e lieved  th a t  te x ts
w ere  isolated from o n e  another. Only through dialogue 
within a  reading  com m unity, Bleich insisted, could re a d e rs  
transform  their em otional r e s p o n s e s  and  arrive a t  any  kind 
of know ledge ab o u t th em se lv es  an d  their reading. Bleich’s 
work, however, tu rned  the  in te res ts  of m any in the  field 
from individual tex ts  to th e  individual re a d e r  a n d  her 
experience , ra ther  than  maintaining an  e m p h a s is  on the  
d isc o u rse  community. With the  publication of S u b je c t iv e  
C r i t ic is m . Bleich laid a  foundation for a  parad igm atic  view 
of know ledge a s  essen tia lly  subjective . All form s of 
objective  know ledge  a re  derivative  of subjectivity, Bleich 
a rgu ed . Interpretation s e rv e s  “to explain a  sp o n ta n e o u s  
perception and  the  m e a n s  of unders tand ing  it in the  s a m e  
a c t” (1978, p. 237).
Bleich’s  sub jective  parad igm  fueled  th e  decline  of 
New Criticism and  re-opened  the  d e b a te  in the  U.S. abou t the 
e x p e r ien c e  of literature a n d  th e  ped ag og ica l  implications of 
rea d e r  re s p o n se  theory. It w a s  a  d e b a te  tha t w a s  to beco m e  
v igorous a n d  g e n e ra t iv e  for the  field of literary s tu d ie s  for 
m any years .
Unlike Bleich, Norm an Holland believed the  text guided 
th e  em otional r e s p o n s e  of th e  reader , but did not control it. 
A practicing p sy choana ly s t ,  in th e  Am erican Freudian  
tradition, Holland u n d e rs to o d  read ing  in te rm s  of taxonom ic  
a n d  transform ative  s tra te g ie s .  In his view, the  re a d e r
incorpora tes  the  text, achieving in the  p ro c e ss  a  kind of 
gratification of primitive u rges . The re a d e r  first d e f in e s  
herself  through the  text, developing expec ta tions  b a s e d  on 
personal experiences .  Then sh e  u s e s  the  text to explore 
fan ta s ie s .  T h e se  a re  transform ed, through the  specific 
interaction with the  text, into an  ex p er ien ce  which is 
emotionally  satisfying. Holland believed  tha t  re a d e rs  
transfo rm  th e s e  e x p e r ien c es ,  incorporating them  into 
th e m e s  of identity depend ing  upon the w ays  they  define 
th e m se lv e s  in relation to o thers  an d  th e  cu ltu re  within 
which they a re  situated . In Holland’s app roach , however, 
how re a d e rs  defined th em se lv e s  w a s  limited to an  ego- 
c e n te re d  psychological model. His foundation for 
in te rp re ta t ions  ignored  th e  p ro b lem atics  a s s o c ia te d  with 
th is  historically  limited view of identity co n s tru c tio n .
The G erm an  phenom enolog ist  W olfgang Iser (1979) 
w a s  much less  cons tra ined  by notions of th e  individual than  
Bleich an d  Holland. Iser theorized  th a t  th e  interaction 
b e tw een  the  re a d e r  and  the  text d isso lves th e  b oundaries  
be tw een  the  two, making it impossible to s e e  w ere  o n e  e n d s  
an d  the  o ther  beg ins . T h e s e  m eaning /tex t in teractions 
involve re a d e rs  a t  m any levels in the  p ro c e ss  of making 
m ean ing . W hen the  re a d e r ’s  involvement w a s  significant, 
Iser a rgued , the  a e s th e t ic s  of the  reading ex p er ien ce  could 
b e  powerful. T he  dialectical ten s io n s  p rodu ced  by th e s e
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in te ra c t io n s ,  h o w e v e r ,  m a d e  a rt icu la tion  of th e  lite rary  
e x p e r ie n c e  very  difficult. As a  m e m b e r  of th e  G e rm a n  
sc h o o l  o f R ecep tio n  A es th e t ic s ,  Ise r  a t te m p te d  to  k e e p  th e  
fo c u s  on  th e  so c io h is to r ica l  com plex ity  of th e  in te rp re tiv e  
p ro c e s s .  T his  p e rsp e c t iv e  w a s  v iew ed  g en e ra lly  a s  m ore  
com plex  than  th o s e  of th e  A m erican  R e a d e r  R e s p o n s e  
th e o r is ts  (M cCormick, W aller, a n d  Flower, 1987 , p. 178).
T h e  difficulties a s s o c i a t e d  with u n d e rs ta n d in g  th e  
re a d in g  e x p e r ie n c e  led to re n e w e d  in te re s t  in individual 
r e a d e r s ’ r e s p o n s e s  to literature. In th e  s c h o o ls  a n d  
un ivers it ies , h o w ever ,  t h e s e  r e s p o n s e s  c o n tin u e d  to  b e  
m arg in a l iz e d  within literary s tu d ie s .  V iew ed  a s  p riva te ,  
inform al, o r  p re lim inary  r e s p o n s e s  to  th e  m o re  trad itiona l 
a n d  form al s tu d y  of l ite ra tu re , r e a d e r s ’ r e s p o n s e s  w e re  
to le r a te d  for th e ir  jo u rn a l is t ic  r a th e r  th a n  critical v a lu e .
In te rm s  of th e  d isc ip line  of lite rary  s tu d ie s ,  t rad itiona l 
fo rm s  of criticism  a n d  sc h o la r sh ip  r e m a in e d  c e n tra l  to  th e  
s tu d y  of lite ra tu re  (A p p leb e e ,  1986).
C lo se  Writing
In th e  United Kingdom  a t  th e  beg inn ing  of th e  1 9 7 0 ’s , 
th e  work of J a m e s  Britton, N ancy  Martin, a n d  o th e r s  ra is e d  
q u e s t io n s  a b o u t  th e  re la tionsh ip  b e tw e e n  la n g u a g e  a n d  
l e a r n i n g , a n d  w r i t in g . This work fo c u s e d  on th e  e x p e r ie n c e  
of la n g u a g e ,  th e  r e a s o n s  s tu d e n ts  em ploy  la n g u a g e ,  a n d  th e
rela tionship  b e tw ee n  lan g u a g e  d ev e lo p m en t an d  th e  
d e v e lo p m e n t  of writing abilities (Britton e t  al., 1975). 
Defining the  lan guage  arts  a s  th o se  m o d e s  a d d re s s e d  b y  
read ing , writing, sp e ak in g ,  a n d  listening, Britton’s  work 
con tr ibu ted  to th e  increas ing  recognition of th e  econom ic , 
political, a n d  soc ia l  i s s u e s  of literacy re la ted  to schooling  
p r a c t i c e s .
A sso c ia ted  with th e  la n g u a g e -c e n te re d  London school, 
a n d  fueling th e  d e b a te  an d  th e  division b e tw een  this school 
an d  th e  m ore  traditional, C am bridge  school (which p laced  a  
trad itional h u m an is t  a n d  elitist a p p ro a c h  to l ite ra ture  a t  
th e  c e n te r  of th e  curriculum), Britton e t  al. (1975) 
a d v o c a te d  writing a c r o s s  the  curriculum a s  a  w ay for 
s tu d e n ts  to learn  both c o n te n t  a n d  th e  p ro c e s s  of writing. 
According to th e s e  lan g u ag e  c e n te re d  p ropon en ts ,  “in a  
c la ss -r id d en  culture , working c la s s  e x p e r ie n c e  h a s  b e e n  
perennially  s i le n c e d ” (G raham , 1991, p. 72). Writing a c r o s s  
th e  curriculum provided a  m e a n s  for s tu d e n ts  to gain a  
vo ice  in their own learning p ro c e ss .
Britton’s  e m p h a s is  on  lan g u a g e  a n d  e x p re s s iv e  writing 
a t  th e  h e a r t  of th e  curriculum  fo reg ro u n d ed  th e  political 
d im e n s io n s  a s s o c ia te d  with th e  history of schooling  a n d  th e  
construc tion  of subjectivity in Britain. T hough  his work 
w a s  a im ed  a t  K-12 e x p e r ien c es ,  the  work of Toby Fulwiler,
Lil B rannon, and  C. H. Knoblauch in th e  U. S. t rans la ted  this 
focus  for u s e  in co llege  writing (Bizzell, 1986, p. 63).
In Britton’s  findings of 11-16  y e a r  o ld s ’ writing, 
s tu d e n ts  did not write ou ts ide  of English c la s s e s ,  a n d  th e s e  
c l a s s e s  fo cu sed  on traditional, a c a d e m ic  writing. His work 
indicated , how ever, th a t  s tu d e n ts  n e e d  a  w ealth  of 
e x p e r ie n c e  in e x p re s s iv e  writing. Britton a rg u e d  th a t  only 
by writing often an d  not in o rder  to p ro d u ce  fin ished p ieces , 
bu t in o rder  to exp lo re  th e  heuristic  v a lu e s  of writing, can  
s tu d e n ts  learn  to write well.
T e a c h e r - c e n te r e d  p rac t ice  a n d  trad itiona l literary 
critical trad itions b e c a m e  i s s u e s  of con ten tion  a m o n g  the  
p ro p o n en ts  of a  lan g u ag e  c en te re d  curriculum. T h e s e  
refo rm ists  h o p e d  to re-s itua te  the  oral, th e  d ram atic , a n d  
th e  p e rso n a l  a s p e c t s  of th e  lan g u ag e  a rts  in o rder  to rework 
th e  notion of learning (i. e . writing to learn) in schooling  
a n d , by a ssoc ia tion , in soc ie ty  (G raham , 1991; Moffett,
1983 ; Bizzell, 1986).
T h e  s tudy  of th e  g re a t  w orks of litera ture  w a s  v iew ed  
by th e  C am bridge  School a s  offering a  hum an is t  (thought by 
th e  p ro p o n en ts  of th e  London school to  be, a lso , an  elitist) 
v iew  of culture. Believing th a t  th e  c la s s ic s  of W este rn  
Civilization re p re s e n te d  truth a n d  w e re  th e m s e lv e s  th e  b e s t  
literary e x p re s s io n s  of th is truth e v e r  c re a te d ,  th e  
p ro p o n e n ts  of th e  C am bridge  School ap p ro ach  m ain ta ined  a
form of e x p re ss iv e  realism  in th e  p rac tice  of criticism.
This view c la im ed th a t  a  work of literature is a  c la ss ic  
b e c a u s e  it r e p re se n ts  e ither  “a  natural reflection of the  
world . . .  or the  sp o n ta n e o u s  express ion  of its au th o r’s 
subjectivity” (Belsey, 1980, p. 126). T he various cultural 
c o n s tra in ts  a s s o c ia te d  with th e  production of th e  tex t a re  
ignored within this ap p roach  in order to focus on the  
e x p re ss iv e  na tu re  of its su p p o sed ly  universal m eaning .
As the  ch asm  be tw een  the  lang uage-cen te red  an d  
lite ra tu re -cen te red  p ro p o n en ts  h a s  w idened  s in ce  the  
1970’s, re la ted  re sea rch  h a s  e x p o se d  a  dialectical tension  
be tw een  th e  two. Within this terrain, i s su e s  e m e rg e  
a s so c ia te d  with th e  na tu re  and  deve lopm en t of lan g u ag e  in 
th e  child; with th e  con troversia l notion of subjectivity and  
th e  w ay s  its construction  h a s  b e en  fram ed historically and  
discursively; with th e  role of the  school in society; an d  
with th e  notion of learning itself.
In his review of the  p lace  of au tobiography in the  
E ng lish /langu ag e  a r ts  curriculum, R obert G rah am  (1991) 
n o te s  th a t  th e  l ite ra tu re-cen tered  C am bridge School and  the  
lan g u ag e-cen te red  London school “both a re  a g re e d  on a  
ch ild -cen tered  notion of ed uca tion” (p. 69). He con tinues :
This focus h a s  led to a  com m on concentra tion  on 
th e  child’s  ex p erien ce  an d  th e  child’s  p lace  
within the  cultural form ations of schoo l an d  
society  . . . W hether a s  a  rallying cry or a s  a  
d e lib e ra te ly  th eo r ize d  position, a u to b io g rap h y
a s  one  way of reflecting on both self and 
experience  begins to a s su m e  a  crucial role in 
th e s e  conceptions of language arts  teaching, (p.
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G ra h am ’s  observation  supports  his a rgum en t for the  central 
p lace  of au tob iography  a s  fictive (expressive) writing in the  
p ro c e ss  of learning. The p refe rence  for the  specta tor-ro le  
in writing, Britton’s  o ther  term  for ex p re ss iv e  writing, 
illustrates the  phenom enolog ical “g a p ” referred  to earlie r 
by Iser, be tw een  the read e r’s  experience  of the text and  her 
experience  of herself. The blurred boundaries be tw een  the  
two, be tw een  object of knowledge and  sub ject of knowing 
illustrate the  nonsynchronous middle ground from which 
subjectivity is sh a p e d .
This indeterm inate  zone  w here  learning and 
subjectivity co-m ingle lies a t  the  hear t  of both re a d e r  
re sp o n se  and  composition research . Between those  who 
would p lace  literature a t  th e  c en te r  of the  curriculum, and  
th o se  who would p lace langu ag e  (particularly the  study of 
writing) a t  th e  cen ter , the  ten s io n s  in the  field of literary 
s tud ies  b e ca m e  more problematic by the  end  of the 1970’s. 
R a ther  than  re-thinking the  boundary  lines betw een  
com position and  literary s tud ies , however, the  field of 
com position  re sea rch  repositioned  itself a s  a  distinct 
d iscip line  within literary s tu d ies ,  illustrating o n c e  again  
th e  field’s  ten d ency  to solve its conflicts by adding a  new 
body of knowledge.
Com position s tud ies  e m e rg e d  in the  U. S. in th e  1970’s 
a s  a  d iverse  field of re se a rc h  in its own right, su p p o r ted  by 
a  new  e m p h a s is  on writing a s  a  p ro c e s s  (Britton e t  al.,
1975; Flower a n d  H ayes, 1980; Emig, 1971; McCormick et 
al., 1987) a n d  th e  de term ination  to exp lore  the  relationship 
b e tw een  com position and  co m p reh en s io n  (G iacobbe, 1986; 
S h a u g h n e sse y ,  1977; A pplebee  a n d  Langer, 1983). This 
d e v e lo p m e n t  followed nearly  a  cen tu ry  of viewing writing 
a s  a n  in s trum en ta l,  p ro d u c t-d irec ted  skill within the  
c u r r ic u lu m .
Britton’s work had  exp lo red  th e  re la tionsh ip  b e tw een  
the  function and  a u d ie n c e  of writing a n d  th e  form which the  
writing is given w hen  th e  s tu d e n t  is in different roles. His 
r e s e a rc h  c h a l le n g e d  th e  longstand ing  c a te g o r ie s  of rhetoric 
a n d  g e n re  in th e  d e v e lo p m e n t  of writing abilities (Britton e t
al., 1975). O ther  r e s e a rc h e rs  a d d re s s e d  q u e s t io n s  ab o u t
writing from th e  p e rs p e c t iv e s  of cognitive  psycho logy  
(Flower an d  H a y es ,  1980 , 1984), w riters’ decis ion-m aking  
s t r a te g ie s  (B erkenko tte r ,  1983), levels  of inquiry (B ere ite r  
a n d  S c a rd a m a lia ,  1983), w ays  of evaluating  writing (C ooper
and  Odell, 1977), a n d  th e  u s e  of journals  (Fulwiler, 1982;
Progroff, 1975).
T he  field of com position  re s e a rc h  e s ta b l ish e d  its own 
p ro fess iona l jou rna ls  by th e  m id-1970’s, and  b e g a n  to show  
a  g r e a te r  p r e s e n c e  in o th e r  jo u rn a ls  traditionally
a s so c ia te d  with the  s tudy  of literature (Bizzell, 1986). So 
d iverse  an d  expansive  did the  field becom e  in a  short time 
tha t Maxine Hairston (1983) ch arac te r ized  the  c h a n g e s  a s  
“the  revolution in th e  teach ing  of writing” (p. 4), likening 
the  c h a n g e s  to a  paradigm  shift.
At the  level of teach ing  practice, the  teach ing  of 
writing en joyed  a  groundsw ell of support in the  scho o ls  
from th e  te a c h e r s - te a c h in g - te a c h e rs  o rgan ization  known a s  
the  Bay Area or National Writing Project, begun  by 
c lassroom  te a c h e rs  in the  S an  Francisco Bay a re a  in 1973. 
The model of writing a s  a  p ro ce ss  cha llenged  th e  former 
paradigm  which Richard Young had ch arac te r ized  in this 
w ay:
The overt fea tu res  . . . a re  obvious enough; the  
e m p h a s is  on the  co m p o sed  product ra ther than  
th e  com posing  p ro cess ;  th e  ana lysis  of d isc o u rse  
into descrip tion , narra tion , exposition , a n d  
argum ent; the  strong concern  with u sa g e  . . . and  
with style; th e  p reo ccu p a tio n  with th e  informal 
e s s a y  and  resea rch  paper; and  so  on. (Cited in 
Hairston, 1983, p. 4)
With this new  in te res t  in writing, the  field of 
rhetoric  g rew  from its form erly ins trum enta l re la tionsh ip  
to th e  s tudy  of literature into a  field which a ttem p ted  to 
exp lo re  th e  “u n iverse  of d is c o u rse ” (Moffett, 1983). At th e  
level of th e  re sea rch  university, a d v a n c e d  d e g re e s  b e c a m e  
availab le  in writing re s e a rc h ,  an d  com position  te a c h e r s  
w ere  no longer v iew ed simply a s  literary sc h o la rs  waiting
for their c h a n c e  to  a d v a n c e  in th e  d e p a r tm e n ta l  ranks . 
C om p osition  r e s e a r c h  a n d  th e  s tu d y  of lite ra tu re  h ad  
b e c o m e  d is tinc t fields, bu t in th e  h ie ra rch y  of th e  
university , co m pos it ion  c o u r s e s  c o n tin u ed  to  b e  v iew ed  by 
th e  m o re  e s ta b l is h e d  m e m b e rs  of d e p a r tm e n ts  a s  
in s tru m e n ta l  to th e  s tu d y  of l ite ra tu re  (Bizzell, 1986).
Much of th e  r e s e a r c h  d e s ig n e d  for th e  s tu d y  of writing 
relied on th e  em pirical m e th o d s  co m m o n  within a  v iew  of 
e d u c a t io n  a s  primarily a  rep ro d u c ib le ,  b e h a v io ra l  e n te rp r is e  
(L auer a n d  A sher ,  1988). S cho o l re la te d  writing w a s  
e x p lo re d  within th e  positiv is t c a m p  a s  a  cogn itive  r e s p o n s e  
to a  rhetorica l s itua tion . For t h o s e  w ho d isc o u n te d  th is 
u n iv e rsa l is t  p e rs p e c t iv e ,  writing w a s  v iew ed  a s  a  form  of 
p e rso n a l  invention. C o m m o n  to e a c h  of t h e s e  a p p ro a c h e s ,  
how ever, w a s  th e  fo cu s  on  th e  individual a s  th e  b a s ic  unit 
of m e a s u re .  Both a p p ro a c h e s  p ro d u ce d  a  g re a t  d ea l  of d a ta  
a n d  lore, b u t  c o n tr ib u te d  little to w a rd  w h a t  G ra h a m  (1991) 
h a s  ca lled  th e  n e e d  “to d is tingu ish  m o re  c learly  th e  kind of 
role d i s c o u r s e  itself c a n  p lay  in c o n s t ru c t in g  p a r t icu la r  
k inds  of h u m a n  sub jectiv ity” (p. 70). D eterm in istic  m o d e ls  
of subjectiv ity  h a v e  re m a in e d  c o m m o n p la c e .
In th e  1 9 7 0 ’s , co m p o s it io n  r e s e a r c h e r  L inda  Flow er, in 
c o llab o ra tio n  with th e  cogn itive  p sy c h o lo g is t  J o h n  H a y e s ,  
fo u n d e d  th e  cogn itive  p r o c e s s  m odel, em ploy ing  p ro toco l 
s tu d ie s  in a n  a t te m p t  to  t r a c e  th e  m en ta l  p r o c e s s e s
a s s o c ia te d  with com posing . In 1989, how ever, Flower m ad e  
an  a p p e a l  to com position  r e s e a r c h e r s  to initiate theory  
building re s e a rc h  which would d raw  upon both th e  cognitive 
a n d  th e  con tex tua l a s p e c t s  of writing in an  a ttem p t to 
a d d r e s s  th e  social, cultural, a n d  political d im e n s io n s  of 
literacy. This recognition by Flower of th e  im portance  of 
th e  cultural con tex t of ex p er ien ce , a d d e d  su p p o rt  to th e  
increas ing  d e m a n d s  by th eo ris ts  such  a s  Graff (1987), G a te s  
(1985), Felm an (1989), S c h o le s  (1985), Jo h n s o n  (1987) and  
o th e rs  th a t  i s s u e s  of textuality  itself w e re  a t  s ta k e  in th e  
field of literary s tu d ie s .  Divisions a n d  a n ta g o n is m s  within 
th e  field h ave  rem ain ed  s trong , but the  sign ificance  of th e  
soc ioh is to rica l co n tex t  of learn ing  h a s  b e e n  genera lly  
a c c e p te d .
Learning a s  Cognitive C h an g e  
As th e  s ign if icance  of th e  cultural co n te x t  for 
learning h a s  rece ived  m ore  a tten tion , th e  focus  for m any  
r e s e a r c h e r s  h a s  shifted  from is s u e s  a b o u t  know ledge  to 
th o s e  co n ce rn in g  le a r n in g . For m ost of this cen tu ry  
e d u c a to r s  h av e  o p e ra te d  with a  theory  of know ledge  which 
h a s  b e e n  rep re se n te d  a s  a  theory  abo u t learning (St. Julien, 
1992). At th e  heart  of such  an  ap p ro ach  lay an  e m p h a s is  on 
information or d a ta ,  a n d  a  belief th a t  information could  be  
t ran sm it te d  by d irec t instruction. T h eo r is ts  in th is  cen tu ry
who have e s tab lished  the  notion of the  fundam ental 
indeterm inacy of language  have  rep re sen ted  a  wide variety 
of fields. This shift h a s  offered a  se rious  challenge  to what 
had  becom e an orthodox approach  to language in educational 
practice (Newman e t  al., 1989). By exposing the 
indeterm inacy of language, the  foundations for the  W estern  
theory of knowledge h as  also  b een  challenged (Harris, 1989; 
Hicks, 1991).
In re-envisioning the  kinds of in teractions which may 
support learning, many re sea rch e rs  have  drawn upon the  
work of L. S. Vygotsky, a  gifted cognitive psychologist, born 
in B yelorussia  in 1886, w h o se  w orks w ere  first introduced 
into English by Je ro m e  Bruner (Sacks, 1989). Vygotsky’s 
resea rch  a d d re s s e s  is su e s  of thought and  language  
developm ent. He envisioned:
The developm ent of language  and  mental powers 
a s  neither learned, in the  ordinary way, nor 
em erging  epi-genetically, but a s  being social 
an d  m edia te  in nature, a s  arising from the  
cultural instrum ent of lan g u ag e  for th e  
p ro c e s s e s  of thought. (Cited in Sacks, 1989, p.
4 9 )
Though Vygotsky’s  T hought and  L an g u ag e , first published 
after his d e a th  in 1934, w a s  b an n ed  a s  “anti-Marxist,” 
“an ti-P av lov ian ,” a n d  “an ti-S o v ie t ,” his c o n te m p o ra r ie s ,  
J e a n  Piaget, A. R. Luria, and  A. N. Leont’ev viewed his work 
a s  that of a  genius (Sacks, 1989, p. 49). Je rom e  Bruner
d e v e lo p ed  m uch of his own work on Vygotsky’s  principles of 
lan g u ag e  deve lopm en t a n d  mental p ro c e s s e s .
At th e  h e a r t  of Vygotsky’s  theory  ab o u t  learning lies 
th e  s i tu a te d  n a tu re  of learn ing , th a t  is, th e  socioh isto rica l, 
o r  cultural con tex t, including the  particu lar  social 
in terac tions which s h a p e  negotia tions a b o u t  m ean ing . In 
the ir  p ro jec t to  deve lo p  m od els  of effective  instruction a t  
th e  se co n d a ry  level, Arthur A pplebee , who e a rn e d  his 
d o c to ra te  from the  University of London (and w rote  ab o u t  
Britton’s  r e s e a rc h  for his d isse rta tion ), a n d  Jud ith  L anger 
h a v e  w orked  with individual t e a c h e r s  (the original focus  of 
p ro c e s s  re se a rc h )  in laboratory  se ttings , ove r  an  e x te n d e d  
period  of time. A pp lebee  an d  L anger s tud ied  th e  effects  of 
th is clinical ap p ro ach  o n c e  the  t e a c h e r s  w e re  b a ck  in the  
c la ss ro o m . T h e se  te a c h e rs  p rep a red  to do  in th e  c la ss room  
w hat David B artho lom ae  cla im ed  te a c h e r s  w ho c a re  ab o u t  
writing do  in their teach ing . T hey p lan n e d  to offer regu lar 
o p po rtu n it ie s  for sh o r te r  p ie c e s  of writing; to allow 
s tu d e n t  writings to b e  included in c la s s  work in significant 
w ays; an d  to provide opportunities for revision. In this w ay  
th e s e  t e a c h e r s  who c a re  ab o u t  writing "m ake literature a n d  
th e  read ing  of litera ture  so m e th in g  su b s ta n t ia l ly  different" 
(B artholom ae, 1986, p. 2).
To the  d ism ay  of A pplebee  (1986) a n d  his co lleague  
L anger, how ever, th e  instructional se tting  of th e  schoo l
p re s e n te d  com peting  p u rp o s e s  for writing not a c c o u n te d  for 
in th e  experim ental version of th e  p ro c e s s  a p p ro a ch  (p.
102). T he  con tex tua l particularities of sc h o o ls  w e re  found 
to c o m p e te  with m ode ls  d e v e lo p ed  a roun d  individual 
writers. “T he  m ajor  d ifficu lties” w rites  A p p le b e e ,  
“s te m m e d  from a  ten s io n  b e tw ee n  s tu d e n t-c e n te re d  g o a ls  
of th e  p ro c e s s  activities a n d  the  underlying definition of 
w ha t c o u n ts” a s  school know ledge  (p. 103). Literacy 
educa tion  in th e  U. S. h a s  traditionally v iew ed know ledge a s  
information to b e  tran sm itted  to the  s tu d e n t  by th e  te a c h e r .  
T he  con tinued  p re s e n c e  of th e s e  beliefs and  p rac t ices  in 
te rm s  of s ta n d a rd  a s s e s s m e n t  m e a s u r e s  in th e  schoo ls  
b roke  dow n th e  su p p o r ts  th e s e  te a c h e r s  a ttem p ted  to 
p rov ide  for s tu d e n ts  in the ir  writing (p. 106).
A pp lebee  an d  L anger’s  notion of in s tru c t io n a l  
s c a f fo ld in g  (a  Vygotskian notion) v iew ed learning a s  “a  
p ro c e s s  of g rad u a l internalization of rou tines  a n d  
p ro c e d u re s  ava ilab le  to th e  lea rn er  from the  social an d  
cultural c o n tex t  in which th e  learning ta k e s  p la c e ” (p. 108). 
Their work h a d  b e e n  d e s ig n e d  to su p p o r t  collaboration in the  
c la ss ro o m , c rea ting  the  learning co n tex t  a n d  the  p ro c e s s  of 
learning itself. In this w ay  they  had  hop ed  to involve 
le a rn e rs  in efforts to bridge  b e tw ee n  w hat w a s  a lread y  
known a n d  w ha t w a s  ex p er ien ced  but not yet unders tood ,
e ithe r  through  re s is ta n c e  or th e  e x p e r ien c e  of s o m e  form of 
block.
W hat A pplebee  (and Langer) concluded  w a s  tha t  w hen  
th e  t e a c h e r s  with whom  they  h ad  w orked m oved  from the  
labora to ry  to th e  c la ss ro o m  se tting , th e re  w e re  "se r ious  
p rob lem s" (p. 102). T he  traditional req u irem en ts  of English 
teach in g  p rac tice  functioned  a s  b arr ie rs  to th e  kinds of 
reform s a n d  revisions which had  b e e n  env is ioned  by 
A pplebee , Langer, a n d  th e  pro ject te a c h e rs .
It had  b e e n  hop ed  th a t  instructional scaffolding would 
su s ta in  s tu d e n ts  a s  th ey  fa c e d  th e  soc ioh is to rica l o b s ta c le s  
w hich  c h a ra c te r iz e  trad itional sch o o l p ra c t ic e s .
Scaffolding, how ever, functions a s  a  sy s te m  of tem p o ra ry  
su p p o rts  tha t  a re  rem oved  w hen  no longer n e e d e d  (N ew m an 
e t  al., 1989). They c a n n o t  be  e x p e c te d  to su s ta in  cognitive 
c h a n g e  w hen  th e  con tex t offers su ch  pe rv as ive  opposition.
A pp leb ee  con c luded  his report with a  call for 
significant c h a n g e s  in the  social p rac t ic e s  of the  
c la s s ro o m , c h a n g e s  which would e s tab lish  th e  c o n te x t  for 
learning which Vygotsky h a d  called  th e  “z o n e  of proximal 
d e v e lo p m e n t” (p. 108). Such  c h a n g e s  would t rea t  th e  social 
c o n te x t  of schooling  “in a  principled w ay a s  p a rt  of th e  
p ro c e s s  of cognitive c h a n g e ” (p. 59).
It is th is Vygotskian notion of th e  z o n e  of proximal 
d e v e lo p m e n t  which illustra tes th e  d y n a m ics  of th e  m id d le
g ro u n d  in term s of schooling practices. Within this zon e  the 
b asic  unit of analysis  is no longer the individual, but the  
in teractive, in terpsychological rela tions of th o se  involved 
in the  learning community. The z o n e  is considered  “in 
te rm s  of an  individual’s developm enta l history [an 
interactive, socially cons tru c ted  history] and  in te rm s of 
the  support s truc tu res  c rea ted  by the o ther people  and  
cultural tools [such a s  writing] in the  se tting” (p. 61).
In the  report of the  s tud ies  conducted  by Newman e t 
al. (1989), however, the  au tho rs  noted severa l a sp e c ts  of 
learning which contradic ted  the  kind of c h a n g e s  A pplebee 
and  L anger had anticipated a s  fundam ental to learning in the  
z on e  of proximal developm ent (som etim es referred to a s  the  
ZPD L The importance a ttached  to the  notion of sequencing  
difficult a s p e c ts  of a  task  w as  found to b e  insupportable  (p. 
63). Within the  interactions of the  ZPD, s tu d en ts  
rep resen ting  varying levels of ach ievem en t in the 
traditional s e n s e ,  appropria ted  o n e  a n o th e r ’s  
u n d e rs tan d in gs , a t  t im es producing “perfo rm ance  before  
c o m p e te n ce ” (Cazden, cited in Newman e t al., 1989, p. 64). 
T hat is to say , s tu d en ts  and  te a c h e rs  often perform ed ta sk s  
they  did not fully unders tand , and  only later d iscovered  the  
m ea n in g s  attributed to their ac tions after they  had  
perform ed them . W hen two or more people  with unequal 
expertise  a re  jointly accom plishing a  task , th e  seq u en c in g
of ta s k  c o m p o n e n ts  is not n e c e s s a ry  (p. 61). M eaning is 
c o n s t ru c te d  socially , a n d  it is th e  in te rp sycho lo g ica l  
in teraction , not th e  s e q u e n c e  of behav io rs ,  w hich s h a p e s  
in trapsycho log ical c h a n g e ,  or learn ing  (p. 63).
N ew m an e t  al. (1989) h av e  called  this z o n e  of social 
n eg o tia t io n s  of m e a n in g s  “th e  construc tion  zo n e ."  T h e  
in te rp sy c h o lo g ic a l  activity  th a t  l e a d s  to in tra p sy c h o lo g ic a l  
t ran sfo rm a tio n  lies a t  th e  h e a r t  of th e  e x p e r ie n c e  of 
learn ing , w h a t  t h e s e  r e s e a r c h e r s  call “cognitive  c h a n g e .” 
E ssen tia l  to cognitive  c h a n g e ,  they  a rg ue , is th e  
inde te rm inacy  of lan g u a g e  a n d  the  “a u ra  of fu z z in e s s  a n d  
co n fu s io n  w hich  c h a r a c te r iz e s  co m m u n ica tio n "  (L a rse n ,  
1989, p. xii). T he  e m p h a s is  on se q u e n c in g  a s s o c ia te d  with 
m uch  of th e  ed u ca tio n a l  p rac tice  d e v e lo p e d  in this cen tu ry  
w a s  th e  resu lt of believing th a t  learning w a s  a  p ro c e s s  of 
continuity . R e c e n t  r e s e a rc h  h a s  e s ta b l is h e d  th e  fac t th a t  
cognitive  c h a n g e  is c h a ra c te r iz e d  by th e  d e v e lo p m e n t  of a  
new  sy s te m  of organ ization  . . . s e e n  to b e  c o n tin u o u s  with 
th e  prior in te rp sy cho lo g ica l  s y s te m  re p re s e n te d  bv 
in te rac tio n s  in th e  z o n e . This o rgan ization  is d i s c o n t i n u o u s  
with th e  s y s te m  th a t  th e  [student] d isp lay e d  prior to 
en te r in g  th e  z o n e  ( p. 65).
It w a s  V ygotsky’s  c o l le a g u e ,  L eo n t’ev  (1981) w ho 
e x p la in ed  how  th is  cognitive  c h a n g e  o c cu rred  th roug h  the  
c o n c e p t  of “appropria tion ."  N ew m an  e t  al. (1989) explain :
T h e  [s tu d e n t’s] app ropria tion  of a  culturally 
d e v is e d  “tool” c o m e s  a b o u t  th rough  invo lvem ent 
in culturally  o rg a n iz e d  activ ities in w hich  th e  
tool [a ham m er;  writing; lan g u ag e ;  etc.,] p lays a  
role . . . T he  child only h a s  to c o m e  to an  
un d e rs tan d in g  th a t  is a d e q u a te  for using th e  
culturally  e la b o ra te d  o b jec t  in th e  novel life 
c irc u m s ta n ce s  he  e n co u n te rs  . . . T h e  tool m ay 
a lso  b e  transfo rm ed , (p. 63)
In th is  view  of learning, th e  p r e s e n c e  of multiple
p e rs p e c t iv e s  is e s se n t ia l  to  cognitive c h a n g e .  P e o p le  with
different a n a ly s e s  su p p o r t  th e  learning p r o c e s s  w hen  they
a re  a llow ed to in teract. W h at w e  h ave  m is taken  a s  t a s k s  to
b e  le a rn e d  a r e  ac tua lly  only “s t ra te g ic  fictions th a t  p e o p le
ne g o tia te  a n d  u s e  a s  a  w ay  of constructing  an  in terpreta tion
of a  s itua tion” (L arsen , 1989, p. xiii). In o rd e r  to e s tab l ish
th e  kind of com m unity  w here in  cognitive  c h a n g e  is
s u p p o r te d  with both  tem p o ra ry  a n d  long-term  p ra c t ic e s ,  (a
com m unity  which m ay  b e  identified a s  a  z o n e  of proximal
d ev e lo p m en t) ,  a  te a c h e r  would n e e d  to provide for s h a r e d
activity in w hich  in te rp sych o log ica l  p r o c e s s e s  ta k e  p lace .
T his kind of in te rac tive  com m unity  would b e  a  p lac e  w h e re
t e a c h e r s  a n d  s tu d e n ts  a p p ro p r ia te  o n e  a n o th e r ’s
u n d e rs ta n d in g s ,  a n d  pa rt ic ipa te  actively  in th e  soc ia l
c o n s tru c t io n  of reality (p. xiv).
In th e  following c h ap te r ,  I will offer a  repo rt  of th e
e th n o g ra p h ic  s tu d y  s i tu a te d  in a  university  c la s s  w h e re  th e
t e a c h e r  h a s  m ixed V ygotskian id e a s  with his own a p p ro a c h  
to  lite rary  s tu d ie s .
CHAPTER THREE 
REPORT OF THE STUDY
This chapter* reports on an e thnog rap h ic  s tudy  of the  
in te rac tive  tea ch in g  style of Ben T revard , a  university  
literary s tu d ie s  p ro fesso r  teach in g  in a  large r e s e a r c h  
university in the  D eep  South. The report is the p roduct of an 
a n a ly s is  of historical d a ta ,  c la ss ro o m  o b se rv a t io n s ,  
in te rv iew s, c la s s  writings, a n d  informal c o n v e r s a t io n s  I 
h ad  with T revard  and  his s tu d e n ts  over  a  s e m e s t e r ’s  time. 
For the  s a k e  of confidentiality, partic ipan ts  h av e  b e e n  g iven 
p se u d o n y m s .
T he report of the  study is divided into two c h a p te rs .
In th e  first pa rt  (C hap te r  T hree  of the  D isserta tion), I offer 
a  d e sc r ip tiv e  narrative of the co u rse  of the study, 
in troducing the  tea ch e r ,  m em b ers  of the  c la ss ,  the  
s t r a te g ie s  which ch a rac te r ize  the  t e a c h e r ’s s ty le , a n d  
p re lim inary  re a d in g s  of the  te a ch in g /le a rn in g  re la t io n sh ip  
in ques tion . In the  seco n d  part of the  report (C h ap te r  Four 
of th e  D isserta tion) I offer further a n a ly s is  a n d  d is c u s s io n  
of the  findings an d  m ethods em ployed.
Q ualitative  m ethods of re sea rch  have  b e en  em ployed  
in o rd e r  to collect and  analyze  da ta , a n d  g e n e ra te  g ro u n d ed  
theo ry  a b o u t  T rev ard ’s style of teach ing . This a p p ro a c h  r e ­
c o n s id e r s  th e  d a ta  a s  it is collected, allowing e m e rg e n t
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p a t te rn s  to con tr ibu te  to th e  p r o c e s s  of a n a ly s is  a n d  
fu rther  d a ta  collection (Agar, 1980; H a m m e rs ley  &
Atkinson, 1983; L auer & A sher, 1988). In th e  spirit of this 
a p p ro a ch , th e  s tudy  is d e s ig n e d  to b e  explora tory  a n d  
d e sc r ip t iv e ,  r a th e r  th a n  defin itive.
T he  T eacher.,  th e  C lass , an d  th e  Q H Q ’s 
T re v a rd ’s  s ty le  f o c u s e s  on  lite ra tu re  of th e  tw en tie th  
cen tu ry  a n d  th e  read in g s  a n d  writing which ta k e  p la c e  in his 
c la s s .  As a  te a c h e r  w ho  w a s  ra ised  in th e  South , e d u c a te d  
a t  th e  university w h e re  h e  now  te a c h e s ,  a n d  a t  g r a d u a te  
sc h o o ls  in N ew E ngland  a n d  California, T revard  
a c k n o w le d g e s  th e  influence  of th r e e  of his g ra d u a te  level 
t e a c h e r s  in th e  d e v e lo p m e n t of his teach in g  style. A 
p a tte rn  of repe tit ion  with a  d i f fe ren c e  c h a r a c t e r i z e s  
T re v a rd ’s  re tu rn  to  th e  university  w h e re  h e  e a rn e d  his 
u n d e rg ra d u a te  d e g re e  a n d  w h e re  h e  now  te a c h e s  on th e  
u n d e rg ra d u a te  a n d  g ra d u a te  faculty.
This s tud y  of his te a c h in g  s ty le  is s i tu a ted  in a  4 0 0 0  
level A m erican  lite ra tu re  c l a s s  with 2 2  u p p e r  division 
s tu d e n ts ,  m o re  th an  half studying  a s  English m ajors.
S e v e ra l  m e m b e rs  had  n e v e r  tak e n  an  u p p e r  level English 
c o u r s e  b e fo re  th e  s e m e s te r  in q u e s t io n ,  how ever.
Believing with m an y  t e a c h e r s / r e s e a r c h e r s  in r e c e n t  
d e c a d e s  th a t  writing h e lp s  p e o p le  learn , T revard  d ire c ts  his
s tu d e n ts  (a b o u t  o n e  fourth of th e  c la s s  p e r  c l a s s  s e s s io n )  to 
w rite  2 0 0 -2 5 0  w ord  r e s p o n s e s  to  a s s ig n e d  p o r t io n s  of 
te x ts  a t  a  tim e, following a  p a tte rn  ca lled  a  Q u e s t i o n -  
H v p o t h e s i s - Q u e s t i o n . or, Q H Q . This pa tte rn  b e g in s  with th e  
s tu d e n ts  writing a  q u e s t io n  th ey  h a v e  a b o u t  th e ir  read ing . 
T his  is a  q u e s t io n  for w hich th ey  fo rm u la te  a  r e s p o n s e  
during  the ir  writing, not a  q u e s t io n  th ey  h a v e  a lre a d y  
a n s w e re d .  S tu d e n ts  think th roug h  the ir  q u e s t io n s  by 
writing a b o u t  th em , often  c lo se ly  re re a d in g  th e  tex t  for 
w a y s  to re so lv e  o r reth ink th e  q u e s t io n s .  This th inking- 
th rough  q u e s t io n s  p ro d u c e s  a  s e r i e s  of h y p o th e s e s  a b o u t  
how  th e  q u e s t io n s  m ight b e  u n d e rs to o d . T h e s e  h y p o th e s e s  
a re  then  followed in e a c h  Q H Q  by a  re fo rm ula ted  q u es tio n , 
e i th e r  a  re f ra m e d  original q u e s t io n  o r  a  r e c o n s id e re d  
q u e s t io n  which h a s  e m e rg e d  during  th e  writing p ro c e s s .
An e x a m p le  of this m ay  b e  found  in o n e  s tu d e n t ’s , 
R o n ’s, Q H Q . from 2 /26 /91 . This Q H Q  will b e  c o n s id e re d  
a g a in  la ter  in th is  c h a p te r ,  bu t  s e r v e s  a t  th is  po in t to 
illustrate  th e  Q H Q  m odel. A ddress ing  a  read in g  from the  
first s e c t io n  of F au lk n er’s  As I Lav D vina , a  novel a b o u t  a  
dying  w o m a n ’s  s u p p o s e d  r e q u e s t  to  b e  bu ried  with th e  
family of h e r  youth , Ron b e g in s  by a sk ing : “Is th e  
a s su m p t io n  C o ra  m a k e s  a b o u t  th e  B u ndren  family no t ca ring  
w h e th e r  A ddie  B undren  d ie  [sic] a  tru e  a s s u m p t io n ?  W hy or 
w hy  n o t? ” After nego tia t ing  th is  q u e s t io n  in h is  writing,
from the  perspective  of one  charac ter, Cora, w hose  views 
a re  featured in that section of the novel, Ron e n d s  his QHQ 
by asking a  different question. He writes: “Why d o e s  Addie 
Bundren w ant to be  buried w here  her original family is 
b u r i e d ? ”
As s tuden ts  read  their QHQ's aloud, Trevard m ap s  out 
relationships on th e  chalkboard am ong key words or p h ra se s  
from their readings. D iscussions of th e  read ings usually 
begin with an  exchange  betw een the author of the QHQ and  
Trevard. O ther s tu den ts  a re  then invited to join the 
d is c u s s io n s .
The QHQ is used  in this c lass  a s  a  tem plate  for 
constructing  thoughtful written r e s p o n s e s  to novels tha t 
have  b een  divided by Trevard into su ccess iv e  sections. That 
is, s tu d en ts  a re  a ss igned  a  certain num ber of ch ap te rs  or 
p a g e s  for e ac h  c la ss  sess ion . By following this schedu le , 
c la s s  d iscu ss io n s  o b se rv e  limits in te rm s of th e  current 
text, though previous texts may be  drawn into the  
d iscu ss io n s  a t  any  time.
I will draw  th ree  sk e tch e s  from the  co u rse  of the  
study  in which I illustrate b road  p a tte rn s  which 
c h a ra c te r iz e  the  c la s s ’s  in terac tions, including T rev a rd ’s 
teach ing  style, the  s tuden ts ' QHQ's, the  mapping s tra tegy  
em ployed by Trevard, and  the  c lassroom  discussions. T h ese  
s k e tc h e s  will be  draw n from th ree  different periods of time
during the  se m e s te r .  A fourth sketch  will a d d re s s  the  
e v e n ts  of the  last c la s s  of the se m e s te r .
The c la s s  m et twice per  w eek  for ninety m inutes each  
se s s io n .  S tu d en ts ’ g ra d e s  w ere  b a s e d  on: 6 bi-weekly one- 
p a g e  q u es t ion -hy po th es is -ques tions  (QHQ’s) (25%); two 
midterm e x am s  (2 x 25%); an d  o n e  final exam  (25%). The 
QH Q’s  could not be  m ade  up, but could be  h anded  in early, and  
th e  lowest QHQ grade  could be  d ropped  un less  the  take-hom e 
mid-term w a s  tu rned  in late.
The syllabus listed nine novels to be  read  by th e  c lass . 
T h e s e  included Sherw ood A nderson’s  W inesburg . O hio : 
G ertrude  S te in ’s  T h re e  L ives: Nella L arsen’s  Q u ic k s a n d : 
Faulkner’s  As I Lav Dvina: John  O kada’s No No Bov; Tillie 
O lsen ’s  Tell Me A Riddle: Rudolfo Anaya’s  B less Me. Ultima: 
G erald  Vizenor’s Griever: An American Monkey King in C hina: 
a n d  Toni Morrison’s  B e lo v e d .
I have  introduced an  overview of the  teache r ,  the  QHQ 
s tra tegy , an d  th e  w ays  this s tra tegy  s h a p e d  th e  s tu d en ts ' 
writings an d  c la ss roo m  dynam ics over time. Now I will 
turn to the  sk e tc h e s  which have  b e e n  drawn from different 
pa rts  of th e  se m e s te r ,  a r ra n g ed  chronologically.
S ketch-Qne
In this c la s s  m eeting, the  ten th  of the  se m e s te r ,  the  
s tu d e n ts  d is c u s s e d  F au lkner 's  As I Lav Dvinq for the  first
time. S tuden ts  talked before c la ss  began  abou t not knowing 
w hat w a s  going on in th e  novel. A young man, Robert, in the  
front row, an n o u n ce d  loudly to a  small but very visible 
c lu s te r  of s tu d e n ts  that “the  novel [stinks], but is getting a  
little be tte r  in the  last 20 p a g e s ” (of their a s s ig n e d  
reading). A young woman, Nancy, in the  row behind him 
resp o n d ed  by saying s h e  sp e n t  the  whole time thinking 
"What the  hell is going on?" This ra ised  genera l  laughter 
but frustra ted  a g re e m e n t  too. A ripple effect s e e m e d  to run 
through th e  c la ss  a s  o th ers  acknow ledged  their own 
c o n fu s io n .
Trevard en te red  th e  c la ss  a t  the  end  of this ex ch an ge , 
and  b egan  immediately handing back  folded QH Q's with 
com m en ts  and  g ra d e s  to abou t a  fourth of the  c lass .
S tu d e n ts  receiving -pap e rs  back  tu rned  their a tten tion  to 
reading the  com m en ts  he  had  written on them  while he  
e n g a g e d  the  res t  of the  c la s s  in brief e x c h a n g e s  ab o u t  their 
exam s; asking q u es tio ns  abou t how the  opportunity he  had 
offered them  to write any  “se c o n d  th o u g h ts” a b o u t  their 
e s s a y s  after they had finished them  had  worked, and  abou t 
any  leftover bu s in ess .  The d iscuss ion  w a s  lively an d  
s tu d e n ts  o ffered  funny, s te reo typ ica l,  a n d  thoughtful 
r e s p o n s e s  to his ques tion s .
Trevard  then  b eg an  c la s s  ask ing  if everything w as  
perfectly c lea r  abou t Faulkner and  the  c la ss  picked up the
m om entum  from their earlier d iscussion , and  proclaim ed 
their confusion in chorus. Anna and  Carolyn, two young 
women who had not spoken up before c la ss  a sk ed  Trevard to 
give the  c la ss  the  background information abou t Faulkner, a  
biographical portrait, which would “explain why he  wrote 
the  way he did.”
Trevard defe rred  in this, explaining th a t  "after 
spending y ea rs  writing abou t him [Faulkner], I wouldn't 
know w here to begin and  probably w here to s top .” He 
offered to add  things a s  they  w ent along which might be 
relevant to their questions. W hen he a sk ed  if there  w as 
som eth ing  in particular tha t so m e o n e  w as  wondering about, 
a  young w om an responded  th a t  sh e  w a s  "just lost in the  
reading." Trevard a ssu re d  her that they would talk about 
that, and  that he su sp ec ted  som e  of the QHQ's would ad d re ss  
that very problem. “Other people  a re  probably feeling the  
sa m e  way," he added.
Kathleen, a  young woman who had not spoken  out 
before  this time did not a cc e p t  this de fe rm en t however, and  
a sk ed  Trevard to explain abo u t Faulkner's  family life. As he  
g a v e  so m e  biographical information, an o the r  s tu d en t a sk e d  
if Faulkner d ied  of alcoholism. T here  w as  laughter 
th roughout the  c la ss  w hen Trevard sa id  Faulkner "fell off a  
horse , though he  a lm ost d ied  from alcoholism severa l 
times." This s e e m e d  to satisfy the  c la s s 's  s e n s e  of
exp lana tion , a n d  w hen  T revard  s u g g e s te d  they  turn to a  QHQ, 
Ron, an  A frican-A m erican  E nglish  m ajo r  w ho a lw a y s  s a t  
quietly  in the  b a ck  right c o rn e r  of th e  c la s s ro o m , b e g a n  
right aw ay , a d d re s s in g  th e  q u e s t io n  of w hich c h a r a c te r s  
really loved  th e  dying Addie. ( S e e  A ppendix  A for R o n ’s  full 
Q H Q  writing of 2/26.)
W hen  Ron had  fin ished read ing  a loud , a n d  T revard  had  
fin ished  m app ing  ( s e e  A ppend ix  B for o n e  of th e  s k e tc h e s  
m a p p e d  by T revard), th e  two m en  e n te r e d  into a  d isc u ss io n  
a b o u t  w h e th e r  the  m apping  h a d  c a u g h t  w h a t  Ron w a s  say ing . 
T h e  e x c h a n g e  a lso  g a v e  Ron th e  opportun ity  to re-th ink w h a t  
h e  h a d  written, now  u n d e rs to o d  in te rm s  of how  T rev ard  
(a b b re v ia te d  a s  “BT” in t r a n s c r ib e d  p a s s a g e s )  h a d  
u n d e rs to o d  him.
BT: O kay, th e re 's  a  lot h e re  a n d  I'm not s u re  I g o t  it all. . .
In su m m ary  you s a y  th a t  s h e 's  right a b o u t  
V ardam an , Jew el, C a sh ,  a n d  A n se  no t car in g  very  
m uch.
Ron: Well, I think th a t  ah  V a rd a m a n  c a r e s  but, h e 's
c o n fu sed .  H e thinks th a t  h e r  d e a th  w a s  c a u s e d  by. . . 
H e 's  hurt by it but, he  th inks  th a t  it w a s  c a u s e d  
by Dr. P e a b o d y  com ing to s e e  her.
BT: Yeah. Hm.
Ron: But Jew e l and  C ash  an d  A nse. They don 't  c a re .  They 
ju s t  think it's o n e  of th o s e  th ings th a t  h a p p e n s .
BT: And, Dewy Dell? Did you mention her  a t  the  e n d ?
Ron: Hm. S h e  c a re s  how ever s h e  doesn 't ,  well s h e 's
co n fu sed . S h e  [d o esn ’t] know. S h e  w an ts  to cry but 
s h e  can 't  cry a n d  s h e  [d o esn ’t] try. S h e  [d o esn ’t] 
know w he ther ,  if s h e  tried to cry. It's ju s t  su c h  a  
c o n fu s e d  s i tua tion .
BT: So , s h e 's  con fu sed  too. And w e  don't, s h e  d o e sn 't
know  if s h e 's  hurt by it all.
Ron: T h a t 's  right.
O n c e  th e  te rm s  w e re  e s ta b l ish e d ,  g e n e ra l  d isc u ss io n
b e g a n . At this point in the  c la ss ,  Anna, Keat, Robert, a n d
K ath leen  tu rn e d  th e  d is c u ss io n  tow ard  two particu lar  
c h a ra c te r s  in As I Lav Dying. R obert tried to d e fen d  an 
a rg u m e n t  by recalling a  descrip tion  of th e  dying Addie 
which, w hen  a sk e d ,  h e  w a s  unab le  to a ss ig n  to a  ch a rac te r .  
T reva rd  sa id  h e  d id n ’t think R obert h a d  inven ted  th a t  
d escr ip t ion  a n d  a s k e d  th e  c la s s  which c h a ra c te r  m a d e  th a t  
s ta te m e n t .  Ron w a s  ready  with an  an sw er .
"C ora s a y s  th is” he  called  from th e  back  of th e  room, 
a s  h e  tu rn ed  his p a g e s ,  su re  of w h e re  h e  would find th e  
p a s s a g e .  O th e r  m e m b e rs  of th e  c la s s  a lso  loca ted  p a s s a g e s  
th a t  d e sc r ib e d  th e  dying Addie, or a d d r e s s e d  h e r  d e a th  in
so m e  way. The d iscussion  that followed a d d re s s e d  the  
ch a rac te rs ' and  the readers ' n e ed  to u n d e rs ta n d , and  the 
tem ptation  to believe the  point of view which s e e m e d  th e  
m o s t  forceful an d /o r  the  c lea re s t .
This d iscussion , Ed (an ex ch a n g e  s tuden t from 
England), William, a n d  Holly tu rned  tow ard  different 
ch a rac te rs  in the  novel who w ere  being rep re se n te d  by 
so m e o n e  e lse  or w ere  telling abou t so m e o n e  e lse . T he issue  
of understand ing  w as  m ade  complex w hen the  is su e  of 
reliability a lso  c a m e  up a n d  T hom as, an  African-American 
g ra d u a te  student, a d d re s s e d  th e  possib le  om en  re p re se n te d  
by a  mutilated fish, a  fish th a t  w a s  bleeding and  fading 
during the  story. This introduced the  issu e  of w he ther  
psychological fac to rs  w ere  significant in the novel and , if 
they  w ere , how they  would play into ch a rac te rs ' ac tions and  
th e  in te rp re ta t ions  they  offered .
S tu d en ts  a rg u ed  that so m e  q u es tio ns  s e e m e d  
unreso lvab le  without further read ings an d  QHQ's, an d  the  
c la s s  turned  then  to the  next reading. The d iscuss ion  which 
followed it w a s  in m any w ays much like the  first one . 
S tu d e n ts  repea ted ly  referred to the  text in h o p e s  of 
clarifying a n d  resolving their q u es t io n s ,  but th e s e  tu rns  
w ere  a lw ays followed by the  e m e rg e n c e  of new  points to 
clarify, a n d  still m ore questions . R ather than  defend ing
their original turf, s tu d e n ts  con tinued  to m ove, though  
u n eas ily  a t  t im e s ,  th rough  differing p e rsp e c t iv e s .
N ear the  en d  of the  c la s s  period, Trevard sudden ly  
rem em b ered  th a t  h e  had  m et so m e o n e  a t  a  co n fe ren ce  he  had  
just  a t te n d e d  over th e  w e ek e n d  from Clyde, Ohio w here  
W inesburq . Ohio w a s  se t .  The person  had told him tha t  so m e  
of th e  to w n sp e o p le  th e re  w ere  still ang ry  b e c a u s e  th e re  
w ere  so  m any  t ra c e a b le  conn ec tio ns  to peo p le  in th a t  town 
included in the  novel. T he  c la s s  laughed  a t  first, but a lso  
s e e m e d  c o n ce rn ed  th a t  so  m any peop le  could h ave  b e en  
affec ted  by or w e re  actually  th e  su b je c ts  of a  work of 
literature. This led Trevard  to co m p are  the  final QHQ read  
by a  young w om an to the  W in esb e ra .  Ohio reading they did 
earlier in the  s e m e s te r .  The th em e  of v iolence a s  a  
su b s t i tu te  for com m unica tion  w ove  its w ay  th rough  th e  
d isc u ss io n  of both of th e s e  novels, a n d  through S te in 's  
T h re e  Lives. It w a s  a  relatively brief d iscuss ion , bu t th e  
A frican-A m erican  g ra d u a te  s tu d e n t  found a  particu lar  
p a s s a g e  in As I Lav Dvinq to illustrate this them e, a n d  the  
d iscu ss io n  c a m e  to a  c lo se  a s  s tu d e n ts  w ere  e n c o u ra g e d  to 
think in te rm s  of th e  con n ec tio n s  which could b e  draw n a s  
their read ing  a n d  writing p ro c e e d e d .
This pa tte rn  r e p re s e n ts  how m ost c la s s  d is c u s s io n s  
b e g a n  with an d  after th e  reading of th e  first QHQ. As the  
c la s s  b e c a m e  m ore e n g a g e d  in th e  d iscu ss io n s , o ther
m e m b e rs  of the  c la s s  would join in, a n d  o th er  novels  would 
b e  draw n upon a s  well.
Ske tch  Two
During th e  tim e b e tw een  th e  beginning of March and  
the  se c o n d  w eek  of April, s tu d e n t  Q H Q 's fo cu sed  on the  
a s s ig n e d  read in g s  for c la s s  by drawing a s  well on th e  o th er  
novels  read  by th e  c la s s  By this tim e Trevard  had  begun  to 
list on th e  board , a t  th e  s ta r t  of m ost  c la s s e s ,  brief 
descrip tions  ab o u t  th e  d a y s ' forthcoming QH Q's. This 
o rgan izational s tra te g y  fo cu sed  th e  c la s s  d is c u s s io n s  a n d  
he lped  s tu d e n ts  nego tia te  th e  o rder  of the  QH Q read in g s  for 
th e  day.
During this point in the  s e m e s te r ,  the  s tu d e n ts  w e re  
in troduced  to a  kind of journal en try  writing which T revard  
a s k e d  them  to write periodically. Following th e  p rom pts  “I 
noticed; I lea rned ; I w onder,"  s tu d e n ts  would write for a  
few m o m en ts  a t  the  beginning or en d  of c la ss .  S o m e  
s tu d e n ts  s h a re d  th e s e  a loud  be fo re  T revard  co llec ted  them , 
th ough  d isc u ss io n s  ab o u t  the  en tr ie s  a lso  followed a t  the  
nex t c la s s  s e s s io n .
During c la s s  d iscu ss io n s ,  T revard  e m p h a s iz e d  an  
a p p ro a c h  to the  novels  involving c o m p a r iso n s  a n d  c o n tra s ts  
am ong  severa l  novels a t  a  time and /o r  the  QHQ read ings. He 
fo cu sed  on  th e  i s s u e s  which kep t surfacing in c la s s
d isc u ss io n s .  T he journal en tr ies  offered him s o m e  insights 
into th e  kinds of con n ec tio n s  s tu d e n ts  w e re  ab le  to m ake  
informally a b o u t  th e  novels . S tu d e n ts  w ere  making 
c o n n ec tio n s  ou ts ide  their QHQ writings, but he  w an ted  them  
to d raw  th o se  co n n ec tions  into their Q H Q ’s.
O n e  s tu den t,  Neva, cons tru c ted  a  com parison  in early 
March, be tw een  th e  end ings  of As I Lav Dvina and  Q u ic k s a n d , 
focusing on the  c h a ra c te rs  H e la a . A n se .  and  D ari. (For th ree  
s tu d e n ts '  full Q H Q 's from this p a rt  of th e  se m e s te r ,  s e e  
Appendix C.) Though s h e  hesita ted  in he r  introduction of her 
QHQ, N eva’s  reading w a s  strong and  the  c la s s  took up her 
q u e s t io n s  a n d  a d d re s s e d  so m e  of the  in tersecting, an d  
so m e tim e s  am b ig u o u s  te rm s  a n d  c a teg o r ie s  found in th e s e  
novels. T h e s e  am biguities contributed to N ev a 's  s e n s e  of 
frustration. S h e  w ondered  a loud  if Faulkner had  s e t  up any  
c h a rac te r  to b e  reliable. Even though  this had  b e en  
a d d re s s e d  a t  a lm o st  every  c la s s ,  the  is su e  w a s  still 
difficult for he r  a n d  m any s tu d e n ts  to accep t .  N eva  insisted  
“I w an t to be lieve  in Dari; I w an t to believe Dari is reliable" 
a n d  "speaking to the  reader."
"But w hat if he  is c razy?" s h e  a sk ed . T he question  of 
how to d ifferentiate  b e tw ee n  c h a ra c te r s  who w ere  s a n e  a n d  
c h a ra c te r s  w ho w e re  c razy  ra ised  m ore  in terest. “If Dari 
w a s  c ra zy  a n d  y e t  th e  m odel of the  literary artist, w h a t  did
th a t  s a y  ab o u t  th e  literary w orks  th e  c la s s  w a s  re a d in g ? ” 
a n o th e r  s tu d en t w an ted  to know.
As the  c la s s  a d d re s s e d  i s s u e s  re la ted  to th e  read ings, 
Noelle tried severa l  t im es  to a d d r e s s  h e r  c o n c e rn s .
N oelle : Everyone is really c razy , not ju s t  Dari.
Robert: [Breaking in befo re  Noelle h a s  qu ite  finished]
Why would Dari burn th e  w hole  barn  down and  
not ju s t  th e  coffin?
BT: Looks to B renda  w ho h a d  lea n ed  forward
like sh e  w a s  going to sp e ak .  S h e  p a s s e s  on the  
c h a n c e  this time, a s  if th e  right m o m en t is 
over.]
N oelle : T hey’re listening to the  body b u b b l e . But Addie
didn’t put m uch s to ck  in w ords . Dari is 
listening to A ddie’s  body  in th e  coffin. [Pause] 
W il l ia m : Y eah, but bo d ies  d o n ’t talk.
BT: Well, b o d ies  talk to Addie b e c a u s e  they  bleed .
R obert:  [Jumping in a t  the  m o m en t w hen  BT finishes]
Maybe everybody  h a s  tak en  A ddie’s  w ords and  
turned  them  in w a y s  s h e  d idn’t m ean .
N oelle : [Leans forward to sp e a k ,  T h o m a s  ju m p s  in.]
K’th le e n :  [R aises  hand, up a n d  dow n, tries to break  in.]
T hom as: [Talking a b o u t  his work with a d o le sc e n ts ]  In my
e x p e r ie n c e  it’s  fairly c o n s is te n t  th a t  p e o p le
T h om as:
R obert:
R o b e r t
and
T hom as:
K’th le e n :
[Talking a b o u t  his work with a d o le sc e n ts ]  In my 
e x p e r ie n c e  it’s  fairly c o n s is te n t  th a t  p e o p le  
might b e  c razy , might b e  different, then  s e e m  
OK, then  g e t  w orse .
[Cuts in on T hom as] Dari is th e  o n e  th a t  h a s  
s o m e  m o m e n ts  of m agn if icen t nego tia t ion s .
[E xchange  c o m m en ts  ab o u t  Dari]
[Her h and  is up and  down. S h e  is reluc tant 
to s p e a k  up without hearing a  p a u s e  in th e  
conversa tion]: C a sh  s e e m e d  c razy  a t  first. Dari 
s e e m e d  s a n e .  This is like A nderson ’s  novel. 
T h e re ’s  th is body lan gu ag e .
During th is  c la s s ,  T reva rd  a t te m p te d  to c h a n g e  his 
pa ttern  of s tand in g  on th e  left s ide  of th e  board . In a  
co n v ersa t io n  prior to  th is  c la s s ,  I had  no ted  th a t  m uch  of 
th e  d isc u ss io n  took p lac e  in front of w h e re  T revard  loca ted  
himself. S in ce  the  m apping  o ccu p ied  th e  cen tra l  position, 
T revard  p lac ed  him self b e s id e  th e  m ap s ,  usually  on th e  left 
of th e  bo a rd . During th is c la s s ,  h e  m oved  severa l  t im es  to 
the  right of th e  board . W hen h e  did so , th e  hub of c o m m en ts  
would b e  con tr ib u ted  from th a t  s id e  of th e  room .
Robert, Keat, and  T hom as, however, participated in a  
different kind of pa ttern . It w a s  t ra c e a b le  a t  first b e c a u s e  
of the  ag ita ted  e x p re ss io n s  I could read  on the  fa c e s  of 
s tu d e n ts  who turned  toward them . T h e se  th ree  young men, 
to varying d e g re e s ,  w ere  cutting off o th er  s p e a k e rs  in th e  
c la s s  before  they  had  quite  finished their rem arks. In so m e  
w ays, th e  in teractions w ere  not m uch different from the  
w ay peop le  cut on e  an o th e r  off w hen  con versa tio ns  involve 
a  num ber of people, and  everyone  is trying to have  a  say, 
so m e tim es  a t  th e  s a m e  time. But this pattern s e e m e d  to 
occur particularly a t  t im es w hen  Noelle, Anna, Kathleen and  
Pau la  w ere  speaking . Kathleen an d  P au la  often returned to 
th e  d iscu ss io n  s tronger, within a  few m om ents , seizing 
back  th e  m om ent to sp e a k  out. But Noelle did this much 
less, a lthough it w as  obvious by her o ther  m om ents  of 
e n g a g e m e n t  tha t sh e  w as  quite good  a t  her writing and  her 
speak ing  generally. A nna a lso  b e g an  to display in he r  body 
la n g u a g e  th a t  th e  pattern  of in terruptions from th e s e  m ale  
s tu d en ts  w a s  making her angry.
In a  later interruption of vo ices , following the  s c e n e  
offered above , T ho m as  p rom ises  Noelle [whose co m m en ts  he 
h a s  in terrupted jus t  a s  sh e  b e g an  to speak] th a t  he  “will 
m ake  it quick”. His contribution is ab o u t "humor an d  hope" 
in Faulkner. A long p a u s e  follows his rem arks. Noelle 
m a k e s  no effort to re -en te r  the  d iscuss ion . Finally, Trevard
a s k e d  the  c la ss  how th e s e  term s p layed in L arsen 's  writing 
and  su g g e s te d  that in As I Lav Dving they  w ere  tragic 
b e c a u s e  the  c h a ra c te rs  s e e m e d  unab le  to articulate  their 
difficulties. In L a rse n ’s  writing they  w orked b e c a u s e  “the  
ending  d o e s n ’t have  th e  last sa y .”
S o m e  of the  s tu d e n ts  still had  an  in te res t in having 
Trevard lecture on th e  novels so  they  could g e t  an  overview 
ab o u t  w ha t the  critical literature w a s  say ing  ab o u t  the  
novels they  w ere  reading. Trevard negotia ted  th e s e  
re q u e s ts  by reminding the  c la s s  that they  w e re  reading th e  
novels  closely, critically. They w ere  a  va luab le , critical 
comm unity in his view. He offered so m e  a lternative  kinds 
of a p p ro a c h e s  to this end , however, su gges ting  th a t  if so m e  
s tu d e n ts  w an ted  to write c la s s  journals  or su m m aries ,  
thinking back  over the  day 's  QH Q's and  the c la s s  d iscuss ions , 
that would be  an o th e r  w ay  to provide this kind of 
information for their writing. S tu d e n ts  in te res ted  in th a t  
could su b s ti tu te  well-written su m m arie s  for Q H Q 's, he  
a s s u re d  them .
Nancy w as  on e  of the  s tu d en ts  who found the  idea 
in teresting  an d  s h e  w rote  two su m m a rie s  in this m id-part 
of the  se m e s te r .  T h e s e  su m m aries  w ere  su b s ti tu tes  for 
two of her  six required QHQ's an d  sh e  told m e in an 
interview that sh e  "found them  h arder to do than [she] 
thought they  would b e  b e c a u s e  [she] had  to try to sum m arize
lots of q u e s t io n s  ra ised  in d isc u ss io n s  without conclusive  
endings."  Both of her sum m aries  w ere  four tim es the  length 
of a  QHQ (see  Appendix D).
While sh e  read them  a s  sh e  would have read a  QHQ, the  
c la s s  leaned  into her reading, a ttentive a n d  quiet. It w a s  in 
m any w ays jus t  ano ther  QHQ, m ore complex, with m ore 
q u es tio ns  ra ised  and  considered , and  m ore left to w onder 
about, too. D iscussion focused  on bridging the  d iscussion  
from th e  c la ss  the  day  before to the  current day 's  QHQ 
read ings. Severa l o ther  s tu d e n ts  followed N ancy 's exam ple  
an d  a lso  wrote longer sum m aries  than the  200-250 word 
a s s ig n m e n ts .
The I noticed, learned , and  w onder journal en tries  
con tinued  into April to indicate  tha t a  few s tu d e n ts  
m ain tained  an  in te res t in Trevard a ssu m ing  the  m ore 
traditional role of a  lecturer. Many s tu d en ts  m ad e  the  
observation  th a t  the  c la s s  w a s  more dem anding  than  m ost 
of their c la s s e s  had  b e en .  S o m e  res ta ted  their frustrations 
with th e  c la s s 's  inability to d raw  definite co n c lu s io n s  and  
in terpreta tions ab o u t the  novels. A few s tu d e n ts  w an ted  to 
cover more Q H Q 's and  m ore topics, while o th ers  w an ted  to 
co n cen tra te  on a  few th e m e s  and  cover them  more 
thoroughly  for eac h  novel.
Trevard  s u g g e s te d  tha t  th e s e  a p p ro a c h e s  w ere  
possib le  within the  QHQ's. S tuden ts  could write on the
s a m e  th em e  for eac h  of their six Q H Q 's if they w an ted  to. 
That ap p roach  would provide the  foundation for so m e  strong 
com parison  and  con tras t  work later in the  s e m e s te r ,  he 
su g g e s te d .  S o m e  s tu d e n ts  insisted that if the  c la s s  would 
stay  focused  on the  QHQ's and  m ove through all of the 
p repa red  p a p e rs  e ac h  c la ss  instead  of doing so m e  thoroughly 
and  som e  for only a  few m om ents, there  would be  m ore 
variety. T revard su g g e s te d  they  might try to c o m p o se  an 
en d  of c la ss  QHQ, drawing together in a  kind of sum m ary 
w hat the  c la s s  d isc u sse d  e ac h  se ss io n .  This would actually 
allow the  s tu d e n ts  to recon side r  w hat w as  d is c u s se d  in 
w ay s  th a t  might help s tu d e n ts  think through the  revisions 
th e  c la s s  had  articulated .
Throughout this middle of the  s e m e s te r ,  Robert, Keat, 
T hom as, Kathleen, Holly, Ron, and  Kris en te red  into the  
d isc u ss io n s  a lm o st every  se ss io n ,  though s tu d e n ts  reading 
QH Q's for the  day  had  a  se c u re  hold over setting th e  term s 
a n d  th e m e s  of th e  d iscuss ions  early in the  c la ss  period. The 
top ics  of d iscu ss io n  rem ained  both varied  an d  focused , with 
th e  th e m e  of "com m unication" or "difficulties in 
com m unica ting"  (involving tran s la t io n s)  a n d  "identity" 
em erg ing  in so m e  w ay in a lm ost every c lass .
By the se co n d  w eek  of April th e  c la s s  had  read  
W inesburq . Ohio by Sherw ood Anderson; T hree  Lives by 
G ertrude Stein; Q u ic k sa n d  by Nella Larsen; As I Lav Dvinq
by William Faulkner; No No Boy by John  O k ada : Tell Me A 
R iddle  by Tillie Olsen; and  B less Me Ultima by Rudolfo 
Anaya. S tu d en t QH Q's had  begun  to a d d re s s  them es , term s, 
c a te g o r ie s ,  a u th o r 's  s ty le s ,  historical se t t in g s ,  e tc . ,  a c r o s s  
the  novels. T he  m appings for the  Q H Q ’s  w ere  
organizationally  m ore  com plex  by th is  tim e, but s tu d e n ts  
still te n d e d  to a d d re s s  c o m p a r iso n s  b e tw een  only two, or 
so m e tim es  th ree  novels. T revard  e n c o u ra g e d  them  to 
en te rta in  m ore q u e s t io n s  a b o u t  th e  c o n tra s ts  b e tw ee n  
novels, reading an d  m apping for the  c la ss  a  QHQ he  had 
written a d d re s s in g  sev e ra l  nove ls  a n d  th e  different w ay s  
c h a ra c te r s  a p p ro a c h e d  th e  th e m e  of identity, particularly  
a b o u t  w ha t they  felt w a s  required of them  in o rd er  to be  
identified with a  do m inan t group. As d iscu ss io n  followed 
his p resen ta tio n ,  s tu d e n ts  reported  they  had  a  b e tte r  
un d e rs tan d in g  of how writing like th a t  could b e  o rg an ized  in 
their thinking, a s  well a s  in their writing.
Sketch  T hree
For this last ske tch  of th e  c la s s 's  dynam ics , s h a p e d  by 
th e  QHQ stra tegy , I focus briefly on the  last th ree  c la s s e s  
of April. T he  m ap p ing s  draw n in la te  April illustrated th e  
k inds of c o n n e c t io n s  which c h a ra c te r iz e d  th e  .writings a n d  
c la s s  d is c u s s io n s  of th e  las t third of th e  s e m e s te r .
During th e  first of t h e s e  c l a s s e s ,  s tu d e n ts  a d d r e s s e d ,  
for th e  first tim e, Toni M orrison 's  B e l o v e d . I s s u e s  
a s s o c i a t e d  with th e  " u n sp e a k a b le ,"  p r e s e n c e  of African- 
A m e r ic a n s  (M orrison, 1989 , p. 11), in A m erican  l i te ra tu re  
w e re  ra ised  by the  Q H Q  read in g s  a n d  th e  d isc u ss io n s .  T he  
read in g s  of Ron, K ath leen , Kris, R andy, a n d  Cindy b e c a m e  
e m b e d d e d  in o n e  c la s s  m app ing , ra the r  th a n  being  
r e p r e s e n te d  by individual a n d  u n re la te d  s k e tc h e s .
S tu d e n ts  had  only rea d  th e  first 63  p a g e s  of B e lo v e d , 
a n d  did not y e t  know  th a t  in th is s to ry  a  b a b y  n a m e d  B eloved 
h a s  b e e n  m u rd e red ,  tw enty  y e a r s  befo re . T h e  m u rd er  w a s  
th e  re su l t  of a  m o th e r ’s  d e s p e ra t io n  c a u s e d  by th e  arrival of 
boun ty  h u n te rs  a n d  a  sheriff w ho p la n n e d  to ta k e  h e r  a n d  h e r  
children  b a c k  into s lav e ry  from w hich s h e  h a d  e s c a p e d .
Ron fo cu sed  his r e s p o n s e  on  th e  i s su e  of th e  n a m e  a n d  
th e  m o th e r ’s  re la tionsh ip  to th e  n a m e  “B e lo v ed ,” both  a s  
th e  n a m e  of h e r  m u rd e re d  b ab y  a n d  a s  a  signifier of m ore  
co m p lex ,  h istorically  troubling i s s u e s .  K a th le en  a d d r e s s e d  
th e  i s s u e s  of p o w er a n d  s e le c te d  th e  te rm  o p p o s e d  to 
d e s c r ib e  th e  w e b  of re la tio n s  which b o u n d  t h e s e  c h a r a c te r s  
t o g e th e r  a ro u n d  difficulties w hich  w e re  a t  t im e s  d e s t ro y in g  
the ir  lives. Kris a d d r e s s e d  "The beautifu l a n a lo g y  b e tw e e n  
B eloved  [the c h a ra c te r  by th a t  n am e] a n d  a  new born  b a b y ,” 
a n d  R an d y  s k e tc h e d  his own m ap  of "a p o w er w eb" to 
illustrate  his Q H Q  a b o u t  w hy th e  o ld er  s is te r  "D enver h a s
ta k e n  m ore  strongly  to Beloved" th an  to th e  m an who 
s e e m e d  to love th e  m other/w om an, S e th e . (S e e  Appendix E 
for R andy’s  QHQ.)
T rev a rd  a s k e d  s tu d e n ts  to  write I no ticed , le a rn e d ,  
a n d  w o n d e r  writings on 4 /23 , a n d  to s h a r e  s o m e  of their 
writing a loud . After ten  m in u tes  of in te n se  s i lence , during
w hich m o st  of th e  tw enty  two s tu d e n ts  a n d  T reva rd  w ro te
s tead ily ,  s tu d e n ts  s h a r e d  the ir  writing:
A ndre: It s e e m s  th e  haunting  h a s  s to p p e d , but I w o n d e r
if th e  re v e n g e  is over.
Kelly: T h e re ’s  a  kind of m ate rn a l  la n g u a g e  which calls
up p a s t  m em ories . This re a p p e a rs  in S e th e .
BT: [A long p a u se ]  O th e rs?
Nancy: S e th e  a n d  D enver both tend  to d raw  b ack  into
the ir  own h a u n te d  s p a c e s .
Ed: S e t h e ’s  em otiona l a n d  p e rso n a l  re la tio n sh ip s  a r e
c a u g h t  up  in th e  “s lavery ” issu e .  This i s su e  is 
th e  g ro u n d  of all this.
BT: H m .~ a n d  this le a d s  to f a te  an d  m o ra l  i s su e s .
[Long p ause] :  I notice th a t  i s su e s  of p o w e r  a n d
c o n tro l  c o m e  up early  but not ou t of
possib ilities  for w o m en  to n eg o tia te .  B uria l  
b e c o m e s  a  w ay  to pu t to re s t  a  rela tionship .
At th e  next c la s s  T revard  sh a re d  with th e  s tu d e n ts  
tha t a  few Notice. Learn a n d  W onder no tes  tha t  h e  had  
co llec ted  las t  c la s s  co n tin u ed  to a d d r e s s  their in te re s ts  in 
lec tures. S o m e  p ro p o sed  a s  well tha t  a  b e tte r  read ing  of 
th e  novels  would result from reading  them  all th e  w ay  
through befo re  writing ab o u t  them . H e offered this 
r e s p o n se  to th e  c la s s  in regard  to th a t  su g ges tio n :
I find th a t  so m e tim e s  stopp ing  b e fo re  ! g e t  
com plete ly  sw ep t up allows m e to p o se  
q u e s t io n s  th a t  I might not p o s e  if I w aited  till 
th e  e n d  and  c a m e  back--that I would b e  less  
likely to a s k  and  w on der  a b o u t  if I hadn 't  
s to p p e d  a n d  a sk e d - -a n d  articu la ted  b e tte r  w h a t  
it is grow ing to w a rd —w h a t th is  irre levan t thing 
might h ave  to do with anything. But I think 
th e re  might b e  o th er  w ay s  to m ake  no te  of th o se  
an d  c o m e  back  to them  too. (F ie ldnotes 4/25; 
a u d io ta p e  #0 18)
T he  QHQ which b e s t  illustrated the  benefits  of pausing  
in th e  rea d in g s  a n d  re -re ad in g s ,  a n d  re-thinking sm a lle r  
portions of the  novel, w a s  the  o n e  A nna rea d  in late April. 
A nna noticed in her  two read in gs  of B e lo v e d  th a t  the  th e m e  
of c o lo r s  p layed  ou t in a  pa ttern  relative to the  
c h a ra c te r s  a n d  th e  te n s io n s  with which th ey  w e re  
a s s o c i a t e d .
Andre, Keat, a n d  A nna had  p rep a red  QH Q's for the  day, 
a n d  with the ir  brief identifying p h r a s e s  listed on  th e  board , 
th e  c la s s  d e c id ed  to begin  with A nna 's . During he r  reading, 
it b e c a m e  a p p a re n t  to m any  s tu d e n ts  tha t  A nna 's  QH Q w as
ad d re ss in g  is su e s  they  had been  vaguely  aw are  of in their 
own readings. They had  been  ab so rb ed  in o ther issues , but 
the  issue  of color w a s  woven through the novel. As Anna 
read  her QHQ, there  w a s  a  low chorus of "Oh yeah" and  "I 
hadn 't  though t of that" r e s p o n s e s  from around  the  room. 
O ther s tu d en ts  picked up her re fe ren ces  and  built on them, 
so m e  search ing  through the  text, o th ers  nodding and  making 
a sso c ia tio n s  aloud. In m any w ay s  Anna rem ained the  
d is c u ssa n t  for this c la ss ,  even  after Keat and  Andre read  
their QH Q's an d  Trevard em b ed d ed  their read ings into one  
large  ske tch .
As sub tle  a s  the  re fe ren ces  to c o lo rs ,  which A nna 
te a s e d  from the  m any p a tte rn s  in this novel, w a s  the  
re sp o n se  given to A nna by severa l m em bers  of the  c la ss .  As 
Anna b eg an  her  reading, Robert, s e a te d  to her right an d  back 
one  row, tu rned  toward Keat, s e a te d  behind him, and  began  
to e n g a g e  Keat in a  conversa tion . A nna w as  aw are  of this 
a lm ost w h ispe red  conversa tion  beh ind  her, an d  s h e  a s se r te d  
herse lf  ju s t  enoug h  in her reading  to ove rcom e  the  intrusion 
this behavior p re se n te d  to her  field of concentra tion . S h e  
con tinued  with both her reading an d  th e  c la s s  d iscussion .
T h o m as, ju s t  a  few s e a t s  farther to th e  right, a lso  
c a u g h t  pa rt  of R obert 's  d iscu ss ion  with Keat and  
acknow ledged  it, but tu rned  himself back  tow ard A nna in a  
ra the r  d e lib era te  m ove to a tten d  to w ha t s h e  w a s  saying.
Trevard did not a d d re s s  th e s e  dynam ics directly, p e rh a p s  
b e c a u s e  they  a re  so  subtle, and  b e c a u se  his back  w as  partly 
tu rned  to Anna a s  he  a ttended  closely to the  mapping 
p rocess .  My position in the  c la ss  allowed m e to o b se rv e  the  
in te rac tions which su rroun ded  this incident, including the  
e x ch a n g e  of g lances  and  the  rising and  visible level of 
irritation on A nna’s part.
Though not usually a d d re s s e d  a s  a  se rious  m atter for 
c la s s e s  a t  th e  university level, th is  kind of sub tle  r e s p o n s e  
on the  part of a  few s tu d en ts  is interesting in a  c la s s  w here  
a  t e a c h e r  is a ttem pting to d isp lace  traditional s tru c tu re s  
of instruction. W e will consid er  a t  a  later point the  
particular kinds of d e m a n d s  T revard’s  style of teach ing  
p laces  on s tuden ts , and  th e  kinds of ad ju s tm en ts  th e  
app roach  d e m a n d s  of people who may have  very different 
w ays  of framing approp ria te , literary a n d  disciplinary 
p rac tice  in university c la s s e s .
T he last c la ss  se ss io n  in this ske tch  th a t  I a d d re s s  
briefly occurred  a t  th e  end  of April. At th is tim e th e re  
w ere  only two se s s io n s  remaining in th e  s e m e s te r ,  an d  the  
c la s s  had  not com pleted the  novel B eloved , though there  w as 
only one  m ore section to be  read. The c la ss  b egan  with 
s tu d e n ts  pointing out all the  p a s s a g e s  they  w ere  noticing 
re la ted  to c o lo r  (what Anna had  called to their attention in 
th e  prev ious sess ion ), concern ing  e ither  c h a ra c te r s  or
ev en ts .  After a  lengthy d iscuss ion , it w a s  no ted  th a t  it 
took S e th e  (the m other) "eight y e a r s  to find the  color" again  
in her life. This d iscuss ion  w a s  lengthy, in sp ite  of a  full 
a g e n d a  of read ings  for the  day.
Nancy, David, Brenda, Brook, Ed, Paula, a n d  Holly had  
p rep a red  Q H Q 's a n d  after the  “color” d iscuss ion , Trevard 
listed their th e m e s  on th e  board. B renda  a n d  David had  
sk e tch e d  their own m appings  for their Q H Q 's a n d  m any 
s tu d e n ts  in th e  c la s s  w an ted  th e s e  to b e  read  a n d  d is c u s se d  
first, in c a s e  the  c la s s  ran out of time. Neither B renda  nor 
David h ad  written Q H Q 's which applied  only to B e lo v e d . Both 
of their Q H Q 's a d d re s s e d  p a tte rn s  they  w ere  noticing in the  
A m erican literature th ey  had  b e e n  reading  th roug hou t th e  
s e m e s t e r .
B ren d a  illustrated th e  w a y s  in which w om en  
c h a ra c te r s ,  particularly, a n d  Dari, from As I Lav Dving. 
b e c a u s e  h e  w a s  c o n s id e re d  a  literary figure, w e re  
c o n s is te n t ly  w ritten  into d e s p e r a t e  c i r c u m s ta n c e s  from 
which th e re  s e e m e d  to b e  no exits. David's reading 
m agnified o n e  of th e  in te rsec tions  in B re n d a 's  m ap , th e  
re la tionship  which S e th e  had  with society . By focusing on 
th e s e  re a d in g s  th e  c la s s  c o n s id e re d  th e  c o s ts  which 
c h a ra c te r s  pay  w hen  they  re sp o n d  to c r is e s  by choosing  
isolation. David’s  ske tch  w orked  a s  a  gyre , illustrating th a t
“all r e s p o n s e s  a re  kinds of reh e a rsa ls"  for rem aining  
within or revising p a tte rn s  of thinking a b o u t  th e  world.
W hen the  read ings an d  m apping w ere  com pleted , 
K athleen ca lled  out, "This is the  hum an condition. Fright or 
flight!” This tu rn ed  th e  d iscuss ion  to o th er  c h a ra c te r s  in 
s e a rc h  of o th er  r e s p o n s e s  b e s id e s  isolation a n d  e s c a p e .  
“Freddy in No No Bov th rew  himself into th e  fray,” so m e o n e  
noted. K eat a rg u ed  th a t  “Griever in M onkey King s c r e a m s  
into panic  holes." And Trevard a d d e d  th a t  “S o m e  peop le  
d a n c e .”
As P au la  offered to read  her QHQ next, Trevard  a sk ed  
if s h e  w an ted  to m ap  her own reading. In r e s p o n se  to this 
su g g es tio n , Keat slid down in his chair an d  let out sev era l  
long s ighs. Pau la  deferred  in the  offer to ske tch  he r  own 
QHQ, but the  o n e  Trevard m app ed  w a s  similar to David's, and  
a p p e a re d  a s  a  reversed  image of his. S h e  a d d re s s e d  S e th e 's  
thick love for Beloved a n d  he r  negotia tions with Pau l D a s  
s h e  a t tem p ted  to justify B eloved’s  m urder. Pau la , too, 
indicated th a t  S e th e 's  ch o ices  led her  in a  cycle  be tw een  
sa fe ty  an d  horror.
As th e  c la s s  e n g a g e d  an d  concluded  their id ea s  for the  
day , T h o m a s  w o n d e red  aloud  if th e  reh ea rsa l  th e m e  of 
African s to r ie s  had  influenced Toni Morrison in he r  writing. 
T h o m as  c o n s id e re d  the  conn ec tio ns  be tw een  B e lo v e d , a s  the  
signifier, a n d  th e  millions of A frican-A m ericans w h o s e
lives w ere  destroyed  by the  colonization prac tices  of the 
W estern  civilizations. Trevard a d d ed  tha t in the  
d iscuss ions  of the  day  it s e e m e d  tha t ch a rac te rs  moved 
quickly, in the  m om ent w hen they  b e ca m e  aw are  tha t  they 
w ere  a sh a m e d  of som ething, from recognizing their own 
sh a m e  to sham ing  so m eo n e  e lse , or pointing out tha t o ther 
people ought to be a sh a m e d  of certain things.
This thought hung in the  air for a  long m om ent and  
then  Trevard turned  the  c la s s 's  attention back  to the  gyre to 
point out how o ther possibilities could b e  c rea ted , even  for 
this kind of m ovem ent. “It may be  possible  for Paul D, for 
instance, to consider  his own sh a m e  without running from 
it." "Matters left unse ttled  or re p re s s e d  return in their own 
time," T hom as offered, an d  th e re  w a s  genera l c la ss  
ag re em e n t tha t  the  issue  of p roper burial w a s  a  serious, 
social issue  in many of the  novels they had read, and  that it 
would be  a  good question for the  exam. S tuden ts  s e e m e d  
confident th a t  they could a d d re s s  this issu e  a c ro ss  the  
read ings  of the  se m es te r .
P a t te rn s  of In terac tions
A subtle  but recurring pattern  em erg ed  in my 
obse rva tion s  of two c lu s te rs  of s tu d e n ts  in this c la ss .
T hree  young men (Robert, Keat, and  Thomas) repeatedly, 
though in a  variety of w ays, interrupted sp e a k e r s  in the
c la s s .  T h o m a s ' in te rrup tions a lm o s t  a lw ay s  a c c o m p a n ie d  a n  
e a g e r n e s s  to  s i tu a te  a  top ic  of d is c u s s io n  historically , 
p sycholog ically , or in te rm s  of literary theo ry . T h o m a s  had  
a lre ad y  b e e n  a  t e a c h e r  a s  well, a n d  often  m a d e  re fe re n c e s  
to h is  own t e e n - a g e  s tu d e n ts .  He w a s  a  m an  familiar with 
i s s u e s  re la ted  to A frican-A m erican w riters . H e  h a d  b e e n  a  
s tu d e n t  of T re v a rd ’s  b e fo re  a n d  w a s  involved in o u ts id e  
re a d in g s  with him a t  th e  tim e of th is  s tudy .
R obert  a n d  K ea t te n d e d  to scoff, to b ru sh  off, to turn 
aw ay  from s o m e  of the  w o m en  w hen  th ey  sp o k e ,  a n d  e a c h  
s u c c e e d e d  in c a u s in g  d is trac tio n s  of s o m e  kind a ro u n d  th em  
on  t h e s e  o c c a s io n s .  T hey  te n d e d  a s  well to ta lk  o u t  w ithout 
s e e m in g  to b e  a w a re  of th e  o th e r  s tu d e n ts  w h o  w e re  
waiting for a  m o m e n t  to s p e a k .  M ost s tu d e n ts  in th is  c la s s  
r a is e d  th e ir  h a n d s  m om en tarily  b e fo re  sp e a k in g  a s  if to 
a n n o u n c e  th e m s e lv e s ,  o r lean  into th e  d isc u ss io n  with read y  
e x p r e s s io n s .
A nna, Noelle, K ath leen , P a u la  a n d  Kelly no ticed  a n d  
p e rh a p s  took  th e  b run t of in terruptions, th o u g h  A n n a  a n d  
N oelle  r e p re s e n te d  their own sm all g roup  a t  t im es . T hey  
u sua lly  s a t  in th e  front row im m ed ia te ly  in front of R o b e r t  
a n d  K eat, a n d  a  kind of m u ted  te n s io n  c h a ra c te r iz e d  the ir  
body  la n g u a g e  w h e n  K eat or R obert sp o k e ,  e v e n  w h en  th e s e  
young  m en  w e re  p re se n t in g  the ir  own Q H Q ’s. In s o m e  w a y s ,  
th e  te n s io n  b e tw e e n  th e m  w a s  rec ip roca l.
Kathleen nego tia ted  th e  interruptions by abando n ing  
her  tendency  to ra ise  her hand early in the  se m es te r .  S he  
ad o p ted  Robert and  Keat’s habit of speak ing  out without 
waiting very long on o ther s tu d en ts  who might have  been  
waiting to sp eak . Kathleen reported sh e  w a s  u p se t  and  
frustrated with being "cut off" in c la s s  by R obert and  Keat. 
Her complaint surprised  m e w hen s h e  m ade  it. I realized 
tha t in my observations I had com pared  Kathleen to Anna 
and  Noelle, and  had concluded that sh e  had not been  a s  
"stuck" a s  th e se  young wom en in he r  dealings  with th e  young 
men. S h e  had  m ade a  comparison betw een herself and  Anna 
an d  Noelle, however, an d  found a  similarity be tw een  the  
way eac h  of them  had experienced  the  interruptions. The 
d e g re e  to which their re s p o n se s  differed w a s  not the  focus 
of her  com parison , a s  it w a s  mine.
On on e  occasion , not d isc u sse d  in the  earlier sk e tch es , 
Kelly, a  philosophy major taking her only upper level English 
cou rse , e n d u red  scoffs and  cynical com m en ts  from Robert 
an d  Keat in particular, but a lso  from Anna a n d  Noelle, when 
her QHQ reading, early in As I Lay Dving. w as  viewed, by 
th e s e  s tuden ts  a s  a  poor reading. As I had  o bserved  the  
incident, it had  s e e m e d  that Trevard had negotia ted  the  
situation well. In an  interview during tha t s a m e  w eek, 
how ever, he  explained th a t  he  thought the  "attack w a s  
p re tty  v ic ious."
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Kelly m en tio n ed  th e  situation  to him a g a in  la ter  in th e  
s e m e s te r ,  during a  visit to his office, a n d  in an  I no ticed . 
lea rn ed , a n d  w o n d e r  entry. S h e  adm itted  th a t  s h e  had  
w orked  h a rd e r  than  s h e  had  ev e r  had  to on h e r  reading  and  
h e r  writing, a n d  th a t  s h e  still felt a  little timid a b o u t  
read ing  her  Q H Q 's a loud  in c la ss .  Sitting on th e  o th er  s ide  
of th e  room from this g roup  of young m en a n d  w om en , Kelly 
held he r  own on sev e ra l  o c c a s io n s  after this a n d  on o n e  
o c ca s io n  ev en  fired a  s te e ly  look w hen  s h e  w a s  in terrupted .
S h e  reg a in ed  th e  floor for th e  m o m en t th a t  w a s  n e c e s s a ry  
to co m p le te  the  exp lanation  of her  read ing , a n d  w a s  not a  
t a rg e t  of in te rrup tions  in th e  c la s s  a f te r  tha t.
T h e s e  inc iden ts  w e re  nev er  d is c u s s e d  in a  g e n e ra l  
c la s s  d isc u ss io n ,  th o u g h  s o m e  s tu d e n ts  e i th e r  initiated 
d isc u ss io n  o r r e s p o n d e d  to  my q u e s t io n s  a b o u t  t h e s e  
inc iden ts  in interviews. T revard  n e g o tia te d  th e  Q H Q  
inciden t with Kelly during th e  c la s s  by d raw ing  su p p o r t  for 
Kelly’s  read in g  a s  a  v iab le  in te rp re ta tion  for th a t  p a r t  of 
th e  novel. K athleen a p p e a re d  to regain  h e r  c o m p o su re  a n d  
sp o k e  ou t th roug hou t th e  s e m e s te r ,  though  s h e  rep o rted  s h e  
felt an g ry  a n d  c o n s tra in ed .  Noelle a n d  Anna, how ever, 
rem a in e d  visibly u n e a s y  with K eat a n d  Robert, a n d  w hen  
th ey  e n g a g e d  in e x c h a n g e s  which involved th e s e  young  m en, 
th ey  often e x c h a n g e d  u n d e rs ta te d  b a rb s .  A nn a 's  c o m m e n ts  
w e re  m arked ly  c o n d e sc e n d in g .
Referring to o n e  of R obert 's  Q H Q 's later in the  
s e m e s te r ,  A nna rem ark ed  cynically a b o u t  the  t re a tm e n t  of 
w om en  in th e  novels. "They a ren 't  ev en  a s  important a s  the  
'd e a d  cow s a n d  ch ickens’ [Robert] finds to talk ab o u t.”
On th e  d a y s  w hen  they  w ere  required to p re s e n t  their 
Q H Q ’s, Noelle and  A nna perform ed well, a s  w e  sa w  with 
A nna’s  QHQ on co lo rs  in B e lo v e d . W hen a t  last I w a s  ab le  
to talk with th em  a t  length, K athleen joined u s  a s  well. I 
w a s  su rp r ised  by the  d e g re e  of hostility e a c h  e x p re s s e d  
tow ard  the  c la ss ,  tow ard  R obert an d  Keat, an d  m ost of all, 
tow ard  T revard . Their a n g e r  w a s  particularly a c u te  
regarding  th e  QHQ stra tegy , which they  believed  em p o w ered  
“th e s e  boys to talk a b o u t  th e  m ost inane  th ings a s  if they  
w e re  im p o r tan t!”
N one of the  th ree  w om en  had  any  idea  th a t  Trevard 
w a s  a  Fau lkner scholar. E ach  sa id  they  felt keenly th e  loss 
of a  c la s s  which, had  they  had  a  “b e tte r  te a c h e r ,” could 
h av e  tau g h t  them  w ha t they  “n e e d e d  to know” a b o u t  th e s e  
novels . As w e s a t  in a  noisy e a te ry  su rro u n d ed  by s tu d e n ts  
drinking a n d  celebra ting  the  en d  of a  s e m e s te r ,  a n d  for 
s o m e ,  their im pending  g radua tion , A nna  ta lked  in tensely  
with h e r  h a n d s  gesturing  ab o u t  her, a b o u t  so m e  of her  o ther  
c la s s e s  in th e  English d e p a r tm e n t  which had  b e e n  
“W onderful!” S h e  had  lea rned  so  m uch ab o u t so m e  really
g re a t  writers, s h e  explained. Her “te a c h e rs  in th o se  
c la s s e s  could just talk for hours an d  hours .”
W hen I a sk ed  if sh e  enjoyed the  d iscuss ions  in tho se  
c la s s e s ,  s h e  insisted tha t  th e re  w ere  n o t any  d isc u ss io n s  in 
th o se  c la s s e s .  In her  favorite c la ss ,  s h e  continued, ev en  if 
a  s tu den t had  a  question , th e  te a c h e r  would know w hat it 
w a s  before  th e  s tuden t could ask  it. Usually, A nna said, sh e  
would realize  in th o se  s itua tions th a t  th e  " tea ch e r  actually 
w as  asking a  be tter  question" than  sh e  had  had, an d  s h e  
a c c e p te d  the  fact tha t  “I learned  m ore  from th a t  kind of 
instruction than  I would have  had  the  te a c h e r  lis tened  to 
and  an sw e red  the question  I had  w an ted  to a s k .”
Noelle sh a red  th e  s a m e  kind of story, even  so m e  of the 
s a m e  c la s s e s  a s  Anna, with o n e  difference. Noelle focused  
on w hat a  w as te  of time it w as  to
m ap th e s e  silly [QHQ] questions . W ho c a re s  if 
you c an  trace  so m e  is su e s  from novel to novel?
T h a t’s  not w ha t literature a t  this level should  
be  about! W e should b e  concentrating on each  
novel a s  a  work all its ow n.” (Fieldnotes,
5 / 8 / 9 1 )
The d iscuss ion  con tinued  along th e s e  lines until the  
w om en b eg an  to talk ab o u t the  trea tm en t of w om en in the  
novels which had b een  read. Anna b e c a m e  livid and  
imm ediately tu rned  the  sub jec t to the  "boys in th e  c lass ."  
S h e  a d d re s s e d  directly how Robert an d  Keat “cut peop le  off 
all the  tim e.” W hen a sk e d  if s h e  felt s h e  w a s  cut off m ore
th an  o thers , s h e  w a s  confiden t s h e  w a s  not, bu t s h e  w a s  
in s is ten t  th a t  T revard  shou ld  h av e  put an  e n d  to  this kind of 
behavior. It w a s  ju s t  like th e  novels , s h e  a rg u e d . “W om en 
d o n ’t co u n t for any th ing  e x c e p t  to sa tis fy  s o m e  g u y ’s 
s c r e w - u p s ! ”
As they  ta lked  a b o u t  how th e  w om en  w e re  t rea te d  in 
e a c h  of the  novels, Noelle led th e  d iscu ss io n  a n d  m oved  her  
h a n d s  ab o u t  on  th e  tab le , gesturing  in o n e  p lace  a s  s h e  
ta lked  a b o u t  Q u i c k s a n d : to a n o th e r  a s  s h e  ta lked  a b o u t  
T h re e  L ives: a n d  to o th er  a r e a s  a s  s h e  c o n s id e re d  th e  o ther 
n o v e ls .  S h e  literally c o n s t ru c te d  a  m ulti-d im ensional, 
tab le to p , g e s tu ra l  m ap p in g  of th e  th e m e  of the  t re a tm e n t  of 
w om en  in h e r  s e m e s te r ’s  read ings . It w as , in fact, w h a t  s h e  
h ad  written a b o u t  in h e r  final ex am . K athleen a d d e d  to the  
c o m m e n ts  by reinforcing Noelle a n d  A n n a ’s  criticism s. To 
their w a y  of thinking, T revard  had  failed to perform  a s  a  
s c h o la r / te a c h e r  a n d  they  h ad  b e e n  m a d e  to p ay  th e  price.
T h e re  w e re  so m e  s tu d e n ts  in this c la s s  w ho te n d e d  to 
s p e a k  only o n c e  in a  while in addition to read ing  their 
Q H Q ’s, bu t w ho a t te n d e d  nearly  ev e ry  c la s s  a n d  s e e m e d  a le rt  
a n d  a tten tive  to th e  c la s s  d isc u ss io n s .  O n e  of t h e s e  
s tu d e n ts  s a t  n e a r  o r a t  my right m o s t  of the  time.
B e c a u s e  th e  c la s s ro o m  in th is  s tu d y  w a s  sm all an d  
very  c row ded , it took  effort to m ove  to th e  back . This 
c la s s ,  how ever, like m any  o thers , t e n d e d  to o b se rv e  a
relatively regular sea ting  a rrangem en t, and  N eva an d  I 
sh a re d  so m e  awkward m om ents a s  we tried to m ove through 
tightly fitted rows of d e sk s  and  people  to m ake  our way to 
the  back  row. T h ese  w ere  the only m om ents in the  early 
part  of th e  se m e s te r  during which Neva, a  very petite, very 
blond young woman, s e e m e d  a t  e a s e .  I worried that my 
p re se n c e  in the c la ss  w a s  making her uneasy , but sh e  
insisted, when asked , tha t  my p re se n c e  n ea r  her  or in the  
c la ss  w as  not bothering. W hen I a sk ed  if sh e  would m eet 
with m e and  talk about how the QH Q’s  and  the  c la ss  w ere  
working for her  I w a s  surprised  w hen s h e  broke into a  smile 
an d  sa id  s h e  would like that. W e m et on severa l occasions , 
and  Neva sh a red  her ideas about how the c la ss  w as  going 
and  how s h e  viewed it in te rm s of her  own need s .
As an  English major graduating  in the  s e m e s te r  
following this study, Neva had  begun to worry tha t s h e  w a s  
not bright enough  or a  good enough  writer to en te r  g rad ua te  
school. S h e  com pared  Trevard 's  c la s s  to two of he r  favorite 
c la s s e s  in the  departm ent, both taugh t by a  w om an, a  
“feminist” in N eva 's  term s, an d  both ad d re ss in g  the  th em e  
of w om en in literature. This te a c h e r  a rran g ed  he r  c la s s e s  
in a  circle an d  led d iscu ss io ns  w here  peop le  w ere  
e n c o u ra g e d  to m ake connec tions  b e tw een  literature and  
their daily lives. Also, although s h e  did not lecture, s h e  did 
s p e a k  m ore than  the  s tu d e n ts  ab o u t the  in terpreta tions of
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the  novels , though  m any is su e s  w ere  b rought up a n d  
s tu d e n ts  “o ften  go t off on ta n g e n ts ."
M ost of the  s tu d e n ts  in th e s e  c l a s s e s  w e re  w om en , 
a n d  N eva  repo rted  th e  c l a s s e s  “felt d ifferen t than  T rev a rd 's  
c la s s .” I a s k e d  he r  if s h e  though t th e  m en  in this c la s s  
do m in a ted  th e  d isc u ss io n s .  S h e  exp la ined  th a t  th e  c la s s  
w a s  not d o m in a ted  directly by them . It w a s  ju s t  th a t  “their 
in te res ts  a n d  their te n d e n c y  to s p e a k  out m ak e  their 
c o n c e rn s  th e  o n e s  th e  c la s s  h a s  to d ea l  with m ost of the  
tim e .” S h e  no ted  th a t  th e  m ain d iffe rence  w a s  how closely  
th is c la s s  s ta y e d  to th e  novels . “T h e re ’s  no room for 
talking a b o u t  how th is  fits in o u r  l ives .”
At my nex t m eeting  with N eva, s h e  told m e  how s h e  
w a s  realizing w h a t Trevard  w a n ted  in th e  Q H Q 's a n d  th a t  he r  
writing w a s  getting  be tte r .  S h e  w a s  feeling m ore  confiden t 
a b o u t  h e r  own style. S h e  w a s  conv inced  the  Q H Q ’s w ere  
helping h e r  learn  finally how  to "stay  with [her] q u e s t io n s  
a n d  really think a b o u t  th em  by writing a b o u t  them ." S h e  
w a s  not trying to re so lv e  h e r  q u e s t io n s  now b e fo re  writing, 
which is w ha t s h e  had  b e e n  doing before . In th e  w o m e n 's  
s tu d ie s  c l a s s e s  s h e  had  only written sm all journal type  
e n tr ie s  a n d  o n e  or two e x te n d e d  p a p e rs  for th e  s e m e s te r .
T he  Q H Q ’s  w ere  a  pattern  s h e  found s h e  could  apply  to  all 
th e  no ve ls  in d ifferent w ays . S h e  still w ish e d  th e re  w a s  
s o m e  w ay  to h ave  m ore  of a  p e rso n a l  e n g a g e m e n t  in this
c lass , but Neva thought Trevard 's c lass  and  her w om en 's  
s tud ies  c la s s e s  w ere  alike in m ore w ays than  they w ere  
different when com pared  to the  other c la s s e s  s h e  had had in 
the  English departm ent. S h e  su g g es ted  that Trevard w as 
“really a  feminist te a c h e r  too."
At our later m eetings, after the s e m e s te r  had com e to 
a  close, Neva reported that sh e  w as  more confident abou t 
entering g radua te  school, though sh e  w as  not convinced that 
that w as  w hat sh e  really w anted  to do after all. S h e  had 
decided  to wait a  while before applying for school to s e e  if 
there  w ere  o ther things that s h e  might d iscover tha t 
appea led  to her. W hen asked  if sh e  had considered  g raduate  
school in order to becom e a  tea ch e r  at the  university level, 
Neva thought abou t the question before answering and 
admitted sh e  had. S he  did not know, however, how sh e  
would go  abou t helping peop le  b eco m e  better  writers, 
som eth ing  s h e  w a s  still very in te res ted  in primarily for 
herself. In teaching  literature, s h e  w as  confident s h e  would 
w an t to adop t the  teaching style sh e  enjoyed in her W om en's 
S tudies c la sses ,  but sh e  thought sh e  might u se  the  QHQ 
so m eh o w  to m ake their writing better.
Three of the men in the c lass , Ken, Ron, and  Randy, 
m et for interviews. They m et with m e individually, for 
varying lengths of time. Randy w as  the  young man who had 
designed  the  "power web" for his QHQ (see  Appendix D) of
B eloved . Randy w a s  a s  quiet a s  Neva an d  just a s  surprising 
in s o m e  w ays. T revard  had  indicated earlier th a t  R andy  w a s  
having s o m e  difficulty writing well in th e  early  p a rt  of the  
s e m e s te r ,  but tha t  he  had  visited him during office hours  
a n d  had  a sk e d  for so m e  help. S e a te d  usually in the  back  left 
c o rn e r  of the  c la ss room , R andy  followed along in c la s s  
d iscu ss io n s , but joined them  Infrequently. W hen  he  sp o k e  up 
he  s e e m e d  confident a n d  well-read, though  very  even -  
tem p ered . He sp o k e  of m ost th ings in the  s a m e  tone  or 
w ithout m uch  ex c item en t.
Randy w a s  a  young, h e av y se t  m an who told m e  his 
family w a s  “C ajun .” He w orked  in a  visit to my office in 
th e  m iddle of finishing co llege , planning for law schoo l, 
m aking a r ra n g e m e n ts  for his wedding, a n d  finishing a  novel 
h e  had  b e en  writing for an o th e r  c la ss .  This w a s  a  young 
m an who p lanned  to ea rn  a  d e g re e  in law so  th a t  he  might 
su p p o r t  a  life of writing novels  an d  sh o rt  s to ries . His 
reve la tions w e re  u n e x p ec te d  a n d  I s tum b led  into my own 
b ia s e s  an d  s te re o ty p e s  w hen I reac ted  to his new s. Of all 
th e  m en in this c la ss ,  R andy  s e e m e d  to m e, a t  so m e  level, to 
b e  an  unlikely c an d id a te  for a  life of writing. But a s  he  
ta lked  it b e c a m e  a p p a re n t  he  w a s  abso lu te ly  com m itted  to 
writing, and  th a t  I had  m is taken  his qu ie t m a n n e r  for 
d is in te res t .  He s h a r e d  with m e th a t  his b ride-to -be, a  
practicing nu rse ,  h ad  a c c e p te d  th e  risks of marrying
s o m e o n e  w ho w a s  going to sp e n d  his life writing. Randy 
tho u g h t T rev a rd ’s  c la s s  "helped  his writing a  lot" but tha t  
Trevard "cared so  much abou t being a  te a c h e r  that 
so m e tim es  the  d isc u ss io n s  w ere  too slow or d e v o te d  too  
m uch attention to individual QHQ's."
R andy  noted  a s  well that the  m apping had  not even  
struck  him a s  "anything but odd" until it b e c a m e  a p p a re n t  in 
late March th a t  it w a s  the  re sea rch e r ,  I, not T revard , 
particularly, w ho w a s  fueling th e  c la s s 's  focus  on the  
m appings. R andy  w ondered  if the  m apping would have 
b e co m e  so  focused , or e m b e d d e d  within o ne  ano ther , if the  
project had  not b e en  underw ay.
In this I found Randy to be  very a s tu te ,  b e c a u s e  it w a s  
my continual a m a z e m e n t  with th e  visual a n d  organ izational 
pow er of the  m apping s tra tegy  which e n c o u ra g e d  T revard  to 
a t ten d  to it m ore  directly. I had  b e e n  s truck  by th e  central 
position of th is activity in th e  c la s s  d y n am ics  a n d  the  
d e g re e  which the  m apping  s e e m e d  to illustrate th e  re la tions 
within a n d  be tw een  the  QHQ readings. T he m apping had 
s e e m e d  u ndertheo rized  to  m e  in T rev ard ’s  exp lanation  of his 
practice, which te n d e d  to focus  m ore on th e  QHQ a s  a  dev ice . 
T hat is not to sa y  Trevard had  undertheorized  th e  pow er of 
either. In fact, th e  m apping had  a lready  b e e n  u n ders too d  by 
him a s  the  fram ew ork through which th e  rea d in g s  w ere  
m a d e  spa tia lly  visible , w hile  illustrating th e ir  instability.
R andy had  o b se rv ed  the  influence I had  on T reva rd ’s  w ay  of 
app ro ach ing  th e  m apping part  of his practice. R andy  sa id  he  
then  "paid m ore a tten tion” to th e  m apping. He found 
m apping  "helpful” a fte r  he  g o t  u se d  to it, a n d  repo rted  th a t  
th e  "pow er web" he  h a d  sk e tch e d  for his read ing  had  
actually  h e lp e d  clarify his writing a n d  thinking.
T he  difficulty of th e  teach in g  p a rt  of T rev a rd ’s  job  did 
not ap p ea l  to R andy  though, a n d  he  though t he  would 
p robably  m ap  out th ings only if he  w ere  trying to work out 
s o m e  plot line o r s o m e  difficult part  of a  s to ry  h e  w a s  
trying to write. T he  Q H Q  s tra te g y  w a s  "just som eth ing  tha t  
m a d e  s e n s e ,  it's a  w ay  to find out w h a t you think a b o u t  
som eth ing , [and it w as]  only hard  b e c a u s e  it w a s  ju s t  so  
d ifferen t from th e  w ay  o th e r  t e a c h e r s  t e a c h  literature."
Ron a n d  T h o m as, both African-Am erican m en, w ere  
pursu ing  litera ture  in te rm s  of a  p ro fess ion , T h o m a s  a t  the  
g ra d u a te  level, a n d  Ron a t  the  u n d e rg ra d u a te  level, it 
s e e m e d  th a t  T h o m a s  re a c h e d  o u t to Ron a t  t im es  b e fo re  or 
a f te r  c la s s ,  trying to  initiate c o n v e r s a t io n s  a b o u t  their 
rea d in g s  or th e  re la ted  rea d in g s  T h o m a s  tho u g h t Ron might 
find in te res ting . In t h e s e  c o n v e rsa t io n s  it s e e m e d  that, 
th oug h  both m en  held the ir  own positions, T h o m a s  held  his 
m ore  forcefully. Ron, y o u n g e r  by se v e ra l  y e a rs ,  rem ain ed  
s o m e w h a t  r e s e rv e d  with m o s t  of th e  m e m b e rs  of th e  c la ss ,  
including T ho m as. R o n ’s  goa l w a s  "to g e t  a  teach ing
ce r t if ica te  a n d  t e a c h  l i te ra tu re  for a  while, bu t th e n  
b e c o m e  a n  a th le tic  d irec to r  for a  high sch o o l o r c o lleg e  
p ro g ra m ."
As c la s s  b roke  up for th e  la s t  tim e, on th e  las t  regu la r  
c la s s  d a y  of th e  s e m e s te r ,  R o b e r t  s p o k e  loudly a b o u t  his 
p la n s  to  b e  in E u ro p e  for th e  su m m er;  K eat ta lked  a b o u t  how 
h e  h a d  re g a in e d  his e n th u s ia s m  a b o u t  m edica l sch o o l  a fte r  
falling into a  brief lite ra tu re  c a r e e r  d re a m  during  th e  
s e m e s te r ;  T h o m a s  s p o k e  of his c o n tin u ed  s tu d ie s  in his 
g ra d u a te  work; a n d  Ron sp o k e  of keep ing  both  his jo b s  a n d  
his s tu d ie s  going.
T h e s e  e x c h a n g e s  tell so m e th in g  a b o u t  th e  w a y s  th e s e  
y o u n g  m en  w e re  s i tu a te d  in th e  w orld in relation to the ir  
s tu d ie s ,  a n d  p e rh a p s  in relation to  th e  p a t te rn s  of b e h av io r  
w hich  e a c h  e s ta b l is h e d  within th e  c la s s .  T h e s e  loca tions , 
like th e  o n e s  w here in  A nna , Noelle, K ath leen , N eva, a n d  
R a n d y  found  th e m s e lv e s  a n d  m a d e  for th e m se lv e s ,  inform 
th e m  a s  r e a d e r s  a n d  by a s so c ia t io n ,  inform their  rea d in g s .
T his  ten s io n  of re la tive  p o s it io n s  w a s  a s  d y n a m ic  an  
a s p e c t  of th e  c la s s 's  re a d in g s  of o n e  a n o th e r  a s  it w a s  in 
th e  r e a d in g s  of th e  nove ls . In the ir  s e a r c h  for th e  t e a c h e r 's  
position  within th e  c la s s ,  N oelle  a n d  A n na  a n d  K ath leen  told 
m e  th ey  c o n s id e re d  “T h o m a s  to  b e  the  p e rso n  w ho [had] 
ta k e n  up  th e  position  of the  s c h o la r / te a c h e r” w hich  th ey  
be liev ed  T revard  had  “a b a n d o n e d .” T h o m a s  knew  a n d
p re s e n te d  w hat he  knew ab o u t th e  novels  they  w ere  reading. 
It w a s  only a  partial recognition they  offered T h o m as , 
how ever; o n e  which recogn ized  a  position which w a s  
familiar a n d  re a s s e r te d  th e  idea  of w ha t a  te a c h e r  ou g h t to 
do  in a  literature c la ss .  T hey  c o n s tra in ed  their a s s e s s m e n t  
of T h o m a s  w hen  they  d is c u s se d  their app ra isa l  of th e  c la s s  
a s  a  whole, however. Though T h o m as w a s  view ed a s  playing 
ou t a  m ore  familiar teach e r ly  position, th e  control of the  
c la s s  w a s  still a ss ig n e d , a n d  th en  b lam ed  on Trevard , w hom  
they  perce ived  a s  o n e  of "the boys." In this interpretation, 
T h o m a s  filled a  position which h ad  lost its pow er.
A nna a n d  Noelle’s  s e e m e d  u n aw are  of th e  kinds of 
contributions o ther  m en m ad e  to the  c la s s  regularly. Ron, 
for in s tan ce  (like T hom as, w h o se  work had  not b e e n  
c o n s id e re d  trivial by A nna a n d  Noelle), did not e a rn  
recognition  for his d e lib e ra te  a n d  c o n s is te n t  e fforts  to 
c o n s tru c t  insightful in te rp re ta t io ns  of th e  rea d in g s .  No 
m ention w a s  m ad e  of the  contributions of David, Ed, Andre, 
William, o r M atthew, either. T h e  d islocation  of th e  familiar 
pow er rela tions s e e m e d  to do m ina te  A nna a n d  N oelle’s 
e x p e r ie n c e s .
O th e r  m e m b e rs  of th e  c la s s  did no t s tru g g le  with 
t h e s e  d is lo ca tio n s  to  th e  s a m e  d e g re e ,  particularly  a fte r  
the  mid-point of the  se m e s te r .  Both N eva and  Randy 
noticed, how ever, tha t Noelle a n d  A nna w ere  ta len ted
s tu d e n ts  who w ere  often noticeably quiet. N eva sa id  
directly th a t  s h e  w ished  Anna and  Noelle would talk m ore 
b e c a u s e  "they're so  smart."
Randy noted th a t  a  lot of the  good  d iscuss io ns  w en t on 
in the  front of the  c la s s  am ong  the  "front row group," the  
group that he claimed w as  m ade  up of "Ed an d  Andre and 
William an d  th o se  two girls who notice the  w o m en 's  is su e s  
w hen  they  participate." R andy 's  version of how c la s s  
d iscu ss io n s  w ent did not even  include Robert a n d  Keat, an d  
w hen  I p re s se d  him for who might have  b e en  the  m ost 
articulate  m em b ers  of the  c la ss ,  he  su g g e s te d  N ancy (who 
had  written two of th e  sum m aries) and  T ho m as a n d  Paula, 
th re e  s tu d e n ts  who w ere  not m em b ers  of this front row 
group h e  had  m entioned previously.
It s e e m s  that Robert and  Keat did not m ake  th e  
impression on Randy that they m ade  on Anna and  Noelle and  
Kathleen. Also, Randy noted tha t  A nna and  Noelle c h o se  
their level of participation, c h o s e  the  location from which 
to cons tru c t  their read ings, a n d  th a t  the  w o m en 's  is su e s  
which th e s e  young w om en a d d re s s e d  w ere  not d isc u sse d  a s  
often w hen Anna an d  Noelle c h o se  to be  quiet. This 
s u g g e s te d  th a t  s i lence  too o p e ra ted  a s  a  way of dislocating 
positions in the  c la ss ,  and  that a t  leas t  so m e  m em b ers  of 
this c la s s  be lieved A nna and  Noelle ex erc ised  their pow er 
le s s  than  they  might. T h ese  s a m e  m em bers , however,
s e e m e d  unaw are  of th e  kind of frustrations A nna an d  Noelle, 
in particular, w e re  experiencing  on  a  p e rso n a l level.
I have  w ondered  if th e  price th e s e  young w om en  sa w
th e m se lv e s  a s  having paid  w a s  the  result, a t  lea s t  in part, 
of a  collision b e tw een  the  traditional s t ru c tu re s  of 
te a ch in g  litera ture  and  T rev a rd 's  d is c o u rse  com m unity  
s truc tu res .  In a  traditional c la ss roo m , a t  le a s t  A nna  a n d  
Noelle might have  b e e n  com fortable and  also , might h av e  
perfo rm ed  very well. K athleen, who partic ipa ted  in c la s s  
d isc u ss io n s  m uch m ore than  Noelle or Anna, actually w rote  
with m uch le s s  clarity than  they. S h e  adm itted  th a t  s h e  
"didn't put much effort into he r  writing b e c a u s e  [she] had  so  
m uch o ther  work to do." But A nna an d  Noelle had  put in the  
y e a rs  in th e  English d ep a r tm en t  and  knew  how  to e n a c t  the  
traditional a p p ro a c h  to literary study. Noelle c o m m e n te d  
tha t  they  w ere  "finishing their s tu d ie s  but h a d  n e v e r  s e e n
half th e s e  s tu d e n ts  [the o th er  s tu d e n ts  in th is c la ss ]  be fo re
this s e m e s te r  . . . .  W here  did th e s e  peop le  c o m e  from?" s h e  
w an ted  to know. Both A nna and  Noelle w an ted  to b e  
w riters , a n d  neither, unlike K ath leen , w a s  particularly  
in te re s te d  in teach ing . It s e e m s  a t  first g lan c e  th a t  Noelle 
a n d  A nna a re  located  within this c la s s  in w a y s  which have  
in terrup ted  c o n n ec tio n s  they  had  hoped  to bring with them  
into their final sen io r  level c la s s e s .
Re-Thinking th e  Position of th e  T e a c h e r
T revard  exp la in ed  th a t  his efforts to prov ide  a  
d ifferen t kind of ne tw ork  for his s tu d e n ts '  r e a d in g s  
r e p re s e n te d  his a t te m p t  to e s tab l ish  a  new  receiv ing  
c o n te x t  for his s tu d e n ts '  e x p e r ie n c e  of lite ra ture , of 
writing, a n d  of co ns truc tin g  re a d in g s  of th e  world. Citing 
p sy c h o th e ra p is ts  W hite  a n d  E pston  (1990) in the ir  work 
N arrative  M e a n s  to  T h e ra p eu tic  E n d s . T revard  w rites:
T h ey  talk  in te res ting ly  a b o u t  s tay ing  "behind" 
th e  p e rso n ,  identifying w / [sic] w h e re  th ey  
w ere , so  th a t  th e  p e rso n  (s tuden t, in my 
transla tion) c a n  "ca tch  you off guard"  in s tea d  of 
a lw ay s  following a n d  failing to  c a tc h  up  with 
you . . . T h e s e  th e ra p is ts  write to their c lien ts  
a f t e r  the ir  m ee tin g s ,  usually  in te rm s  of 
"catching up" with th e  p ro g re s s  th e  
c lien t/person  h a s  m ad e ,  in th e  la n g u a g e  th e  
p e rso n  h a s  u se d .  I think my p repara tion  tim e is 
s p e n t  in noticing a n d  sum m ariz ing  a n d  
highlighting how  fa r  w e 'v e  c o m e  th e  tim e b e fo re  
(in respond ing  to Q H Q 's a n d  in talking a b o u t  
in troduc to ry  rem a rk s ) .  (P e r s o n a l  
c o r re s p o n d e n c e ,  J u n e  5, 1991)
In this a p p ro a c h  the  te a c h e r  is "caugh t off guard"  an d  
su b je c t  to th e  kind of rethinking a n d  re -s e e in g  in which th e  
s tu d e n ts  a re  a lso  e n g a g e d .  T revard  s u g g e s t s  th a t  G regory  
J a y ’s  (1991) p e rs p e c t iv e  i llu s tra te s  his own:
O ur difficulties in te a c h in g  o u rse lv e s  or our 
s tu d e n ts  to think co n sc io u s ly  often  s t e m s  from 
a  failure to e n g a g e  a n d  ve rba lize  the  
u n c o n sc io u s  c o n c e p tu a l  g ra m m a rs  of which w e, 
a n d  our s tu d e n ts ,  a re  th e  su b jec ts .  T h e s e
gram m ars , in turn, c o m p o se  the  s truc tu res  of 
life w e inhabit, ou r historical positions, so  th a t  
self-critical d isc o u rse  m e a n s  a  soliciting an d  
m apping of th e  locations from which w e s p e a k  
and  the  effect th o se  locations have  on w hat we 
can  articulate. (Personal co rre sp o n d e n ce ,  J u n e  
5 ,1 9 9 1 )
W e sa w  in the  first th ree  sk e tc h e s  of the  c la ss ,  in the 
kinds of co m p ariso n s  and  co n tra s ts  which Trevard 
e n co u rag e d  his s tu d en ts  to consider  and  write, an d  even  in 
the  exam  q u es tio n s  that s tu d e n ts  su g g e s te d  a n d  wrote 
about, th a t  read ings  of the  novels w ere  never c lo sed  
completely. Each new reading could re-open previous 
read ings, and  in fact, s tu d e n ts  w ere  e n co u rag e d  to do this. 
As s tu d e n ts  in this c la s s  m oved through th e  se m e s te r ,  
previously rea d  novels  w ere  in fac t re- in terp re ted  in light 
of su cceed in g  novels, all that is, an d  w e might say , of 
c o u rse , ex cep t  for th e  last novel on th e  reading list. So  all 
the  novels but B e loved  w ere  su c c e e d e d  by o ther  novels.
The readings of Beloved by David and  Paula  an d  Brenda, 
how ever, had  w oven B e lo v ed  into all the novels which the 
c la s s  had  read  in the  se m es te r .  Without having talked a h e a d  
of tim e ab ou t their read ings , all th re e  of th e s e  s tu d e n ts  
found in B e lo v e d , pa tte rn s  of behavior which c h a ra c te rs  
p layed out w hen they w ere  "stuck." W hen they  w ere  stuck 
they  w ere  unab le  to articu la te  their s ituations a n d  unab le  
th en  a s  well to nego tia te  a lterna tive  m o v es  to different 
positions. For e a c h  of th e s e  s tuden ts ,  the  world w a s
un ders tood  a s  both a  p lace  in which w e  a re  located  an d  a  
c o n s tru c te d  s e t  of relations which lo ca te s  u s  in relation to 
o thers .  Only w h en  c h a ra c te r s  rea lized  the  im plications of 
both  of t h e s e  a s p e c t s  of their s i tu a te d n e s s ,  t h e s e  s tu d e n ts  
a rg u e d ,  w e re  th ey  ab le  to c re a te  o th e r  possib ilities for 
th e m se lv e s  a n d  th o se  they  loved.
A Final Sketch
Only o n e  c la s s  period rem ained  in th e  s e m e s te r  after 
th e  c la s s  during which th e s e  read ings  w ere  offered. The 
c la s s  w a s  behind in its read ings of B e lo v e d  a n d  th e  exam  
top ics  had  not yet b e e n  d isc u sse d .  At the  beginning of the  
la s t  c la s s  period, th irteen  or fou rteen  top ics  w e re  offered  
a s  poss ib le  exam  q uestions , and  one  of th o se  top ics w a s  
offered by Anna. In addition to identify  and  mixed b loo ds  
a n d  im proper burial. A nna 's  suggestion  of c o lo rs  w a s  a d d e d  
to th e  list. In th e  very  e n g a g e d  d iscu ss io n  which followed, 
how ever, not o n e  vote w a s  c a s t  in su ppo rt  of A nna’s  
su g g es t io n , ev en  though  this topic had , severa l  c l a s s e s  
earlier, g e n e ra te d  a  g re a t  deal of in terest. In a  negotiation 
w h e re  e a c h  s tu d e n t  voted  for th ree  topics, c o lo r s  rece iv ed  
no v o tes ,  while m any  o th e r  topics w e re  n eg o tia ted , 
com bined , or a lte red  in so m e  way.
This p ro c e s s  took quite  a  bit of time a n d  it b e c a m e  
a p p a re n t  th a t  th e re  would not be  eno u g h  tim e for all of the
read in g s  which rem ained  on B e lo v e d . Carla  b e g a n  th e  c la s s  
d is c u s s io n s  with a  su m m ary  read ing  from th e  p reced in g  
c la s s  a n d  th en  William e x te n d e d  E d 's  in te rp re ta tion  of th e  
a d d re s s  of S e th e 's  h o u se ,  th e  n u m b e rs  1 2  4 . a s  rep re sen tin g  
a n  inc reas ing  s e r ie s  of n u m b ers ,  "the few  a n d  th e  millions" 
w ho d ied  a s  a  resu lt  of th e  p rac tice  of s lavery . William 
a rg u e d  th a t  B e lo v e d  w a s  a  work which a lw ays a d d re s s e d  the  
co m m o n  a n d  th e  ex traord inary , th e  individuals a n d  the  
innum erab le  p eo p le  w ho d ied  in the  middle p a s s a g e .  T he  
c h a ra c te r s  in th e  narra tive  a n d  th e  rea lities  of th e  m iddle  
p a s s a g e  s u g g e s te d  a lso  th e  m ultitudes of r e a d e r s  w ho  found 
th e m s e lv e s  lo ca ted  in th e  m iddle g round  w h e re  m ean ing , 
co n tra d ic t io n s ,  a n d  h is to ry  a r e  written.
N ancy 's  su m m ary  c h a n g e d  th e  focus to a  minor 
c h a r a c te r  in th e  novel w h o s e  a c t io n s  ac tua lly  illustra ted  
David 's gyre. S h e  d is c u s s e d  how th e  g y re  cou ld  b e  a lte red  
by ge tting  involved with peo p le ,  by m aking c o m m itm en ts  to 
p e o p le  ra th e r  th an  trying to e s c a p e  th e  pain  of re la tio nsh ip s  
by se e k in g  isolation. Holly followed N a n cy 's  final q u e s t io n  
a b o u t  D enver  (an o th e r  c h a ra c te r  in B e loved^  by turning th e  
d isc u ss io n  tow ard  th e  i s s u e  of how  w hite  p e o p le  pu t th e  
jung le  in b lack  peop le . S h e  w a s  trying to look a t  how S e th e  
w a s  th e  victim of s lavery , but T revard  a n d  th e  c la s s  
n eg o tia ted  h e r  a rg u m e n t  a n d  tu rn ed  th e  q u e s t io n  in w a y s  to 
include  how  this w a s  not simply a  racial thing. "P eo p le  pu t
th e  ju n g le  b e tw e e n  th e m s e lv e s  a n d  o th e r s  for a  va rie ty  of 
r e a s o n s ."
William a n d  T reva rd  d i s c u s s e d  how S ta m p  P a id  (a  
c h a ra c te r  in B eloved^  re m e m b e re d  how  he  h a d  th o u g h t  a b o u t  
b reak ing  his w ife’s  n eck  to s p a r e  he r  pain . “This jungle , 
th is  rea liza tion  of s h a m e "  w a s  re s is te d ,  a n d  h e  "tried to 
lo ca te  th a t  s h a m e  in s o m e o n e  e ls e ,  by focusing  on S e th e 's  
r e a s o n s  to  b e  a sh a m e d ."
At th a t  poin t th e  c la s s  tu rn ed  to w ard  a  d is c u s s io n  of 
th e  d a y 's  Q H Q ’s. With e a c h  reading , th e  d iscu ss io n  a b o u t  
en te ring  com m unity  b e c a m e  s tro n g e r.  H op e  for e a c h  of th e  
c h a r a c te r s  for s o m e  rea l love in their lives s e e m e d  to 
d e p e n d  upon  their "going b e y o n d  their b e s t  thing." S e th e 's  
b e s t  th ing  had  b e e n  h e r  isolation for a  long tim e, b e c a u s e  in 
he r  isolation s h e  he ld  on to  th e  m em o ry  of B eloved , a s  
horrible a s  p a rt  of it w a s .  But now, s h e  h a d  to go  b e y o n d  
th is  in o rd e r  to b re a k  o u t  of h e r  isolation a n d  f a ls e  secu ri ty .  
S h e  w ould  h a v e  to let go  of th e  isolation a n d  rejoin th e  
w o r ld .
T h e  c la s s  ran  ou t of tim e on this d isc u ss io n ,  a n d  
B e lo v e d  b e c a m e  literally th e  unfin ished  novel, th e  
unfin ished  read ing . Marilyn c la im ed  s h e  d idn 't  w a n t  to e n d  
th e  s e m e s te r .  K eat  s a id  th e re  w a s  m ore  h o p e  in th e  las t  
s e c t io n  a n d  th a t  th e  c la s s  n e e d e d  to a d d r e s s  it. K a th leen  
w orried  th a t  B eloved  “n e v e r  u n d e rs to o d  w hy S e t h e  h a d
killed her," and  d o esn 't  really let go of S e th e  and  Denver in 
the  novel. S h e  a rgued  that Beloved w as  driven aw ay from 
the  family unwillingly, an d  th a t  th e  family w a s  not really 
hea led .
But time had  run out and  there  w a s  an  unfinished 
feeling in the  air for many. The c la s s  had  used  every  minute 
of the  period for negotiating their readings, and  Trevard had  
offered no sum m ary  s ta te m e n ts ,  e ither of th e  novel or of 
the  se m e s te r ,  though even  he  se e m e d  a  bit ill a t  e a s e  ab o u t 
the  arrival of the  e n d  of the  se m es te r .  It w a s  a t  tha t 
m om ent tha t Robert and  Keat, and  T hom as and  Ron 
ex ch a n g ed  their rem arks abo u t their su m m er p lans, a s  w as  
noted  earlier. Only Ron s e e m e d  d istracted  by the  feeling 
tha t  th e  c la ss  n e e d e d  m ore time. He told m e later he  
though t T revard’s  c la s s  could have  b e en  a  two se m e s te r  
c la s s  so  people  could have  kept working on th e s e  novels.
At th e  following c la ss ,  th e  in -class  final exam , 
T revard  e x te n d ed  an  invitation to any o n e  who w an ted  to 
con tinue  th e  d iscuss ion  ab o u t B e lo v e d  over coffee or soft 
drinks a t  th e  Union later tha t day. But this w eek  
rep re se n te d  the  beginning of exam  w eek, not the  end, an d  no 
s tu d en ts  show ed  up. Trevard an d  I talked about his concern  
tha t p e rh a p s  by not wrapping up B e lo v ed  he  had  actually 
con tribu ted  to a  kind of mystification of not w rapping  up,
a n d  that he had  p e rh a p s  rev e rsed  th e  s u m m a r y  kind of
c losure . He w rote  later:
I w an t in s tead  to try sum m ariz ing  without 
pretending  a  m ore com ple te  sum m ary  than  I 
be lieve  is poss ib le ;  sum m arize , th en  re- 
sum m arize , m aybe, or ra ise  a n o th e r  q ues tion  or 
s e r ie s  of q u e s t io n s  a n d  o th e r  possib ilities  
p e rh a p s .  O therw ise, by claiming or even  
ap p ea rin g  to re fuse  to sum m arize , I think I 
p robably  mystify the  su m m ary  I d idn 't c re a te  or 
allow them  to c re a te  a s  a  c la s s .  (P e rso na l 
c o rre sp o n d e n ce ,  May 5, 1991)
Eight w e e k s  later he  a d d re s s e d  the  issu e  again :
I don 't  w ant to a v o id  c lo su re  or taking positions 
or putting th o u g h ts  toge ther;  (that s e e m s  
ironical a n d  d e ta c h e d ,  ultimately suicidal); I 
ju s t  w an t to learn to tak e  a  position a n d  still be  
ab le  to n ego tia te  b e tw een  positions a n d  m aybe  
m ove to new  positions. I don 't  think o n e  can  
really avoid taking a  position. Irony is. a  
position, often  tem pting for m e bu t not a  
position I w an t to g e t  s tuck  in o r to teach .
(P e rso n a l c o r re sp o n d e n c e ,  July  7, 1991)
M onths later, T revard  w ro te  th a t  h e  w a s  still trying
to work out this difficulty a b o u t  s e e m in g  to tak e  no
position w hen  w ha t he  is trying to do  is e s tab l ish  a
revis ionary  p e rsp ec tiv e . A ddress ing  th e  k inds of rev is ions
he  h a s  m ad e  in a  tem porary  position, w h e re  he  is e x p ec te d
to lec tu re , T reva rd  w rites:
I think my teach ing  experien ce  . . . would s u g g e s t  
so m e  revisions. They w an ted  m e  to lecture  here .
I m ad e  the  small c h a n g e  of scheduling  my 
lec tu re  not b e fo re  but a fte r  d isc u ss io n  s e s s io n s
I have  with two sm aller g ro ups  on the  s a m e  
reading . . . This a rrangem en t h a s  been  
interesting for m e a s  a  w ay of avoiding th e  
im pression  my teach ing  h a s  so m e tim es  given the  
s tu d e n ts  th a t  I’m not taking any  position 
b e c a u s e  I’m not taking a  single u nsh akab le  
position. I’m in te res ted  in how peo p le  do tak e  
positions a n d  m ake  d ec is io n s  “in a  terrain of 
u n d e c id ab le s” a s  E rnesto  Laclau pu ts  it, how 
they  co n s tru c t  e s s a y s  in su c h  terra ins . (P e rso n a l  
c o rre sp o n d e n c e ,  March 3, 1992)
In th e  interviews with s tu d e n ts  which followed the
last d a y  of c la ss ,  Anna, Noelle, a n d  Kathleen s e e m e d  to
think T revard  had  a t tem p ted  to mystify a  kind of s i len ce
ab o u t  a n y  c losu re  or wrapping up of the  read ings  or the
s e m e s te r .  T hey believed  th is w a s  c o n s is te n t  with his
"political views." N eva, Randy, a n d  particularly Marta, a
young w om an  who w a s  th e  c lo se s t  com pan ion  to Ron, felt
th e  c la s s  had  just  run out of time and  Trevard  had  c h o se n  to
let s tu d e n ts  g e t  so m e  re s p o n s e s  on their Q H Q 's  "rather than
talk a b o u t  su m m arie s  th a t  no o n e  w an ted  to hear." Randy,
like Ron, though t it w a s  “time th e  c la s s  n e e d e d  m ore  of, not
su m m aries ."  Ron w a s  confident the  construction  of th e
e x am  q u e s t io n s  w a s  the  sum m ary  p ro cess ,  but th a t  th e
su m m ary  p ro c e s s  n ev e r  really e n d e d  in read ing  literature.
"It's ju s t  a n o th e r  kind of QHQ like w e had  in th e  c lass ."
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S tu d e n t  E v a lu a t io n s
Briefly I w ould  like to  no te  th e  k inds of s tu d e n t  
r e s p o n s e  T revard  h a s  rece iv ed  o v e r  th e  s e v e n  y e a r s  in which 
h e  h a s  b e e n  employing so m e  version  of th e  QHQ stra tegy .
For th is  I w a s  a b le  to re a d  his file of formal ev a lu a t io n s  
w hich  s tu d e n ts  su b m itted  a t  th e  e n d  of c o u r s e s  within th e  
English d e p a r tm e n t ,  a n d  th o s e  which h a v e  b e e n  offered 
informally, in th e  form of le tte rs , n o te s ,  a n d  journal e n tr ie s  
given  to th e  te a c h e r .  A g re a t  majority of th e  s tu d e n ts  w ho 
w ro te  narra tive  e n tr ie s  on th e  e v a lu a t io n s  o v e r  th e  y e a r s  
repo rted  th a t  T rev a rd ’s  c la s s  w a s  o n e  in which th ey  h a d  
lea rn ed  to think a n d  re a d  m ore  c losely , a n d  write with m ore  
c o m p e te n c e .  F ew  ev a lua tion s  m en tio n ed  the  m apping  
s t r a te g y  specifically , thou gh  m an y  c re d i te d  th e  Q H Q  with 
providing a  f ram e  of r e fe re n c e  for th e ir  read ing , writing, 
a n d  thinking e v e n  b e y o n d  th e  s tu d y  of literature.
In read ing  t h e s e  e v a lu a t io n s  it b e c a m e  c le a r  th a t  
m any  s tu d e n ts  re c o g n iz e d  th e  d ifferen t e ffe c ts  T re v a rd ’s  
sty le  h a d  on the ir  learn ing , th ough  they  did not c red it  any  
particu la r a s p e c t  of th e  Q H Q  s tra te g y  m ore  than  a n y  other. 
M ore th an  a  few  s tu d e n ts  c red i ted  T rev a rd ’s  te a ch in g  (in 
v a r io u s  w ay s)  with tea ch in g  th em  (m any  s a y ,  “for th e  first 
t im e”) how  to  th ink th rough  the ir  own thinking. O n e  fo rm er
it w a s  too m uch work (T hom pson , p e rso n a l  c o r re sp o n d e n c e ,  
May 5, 1991).
S e v e ra l  s tu d e n ts  in th e  s e m e s te r  of th e  s tud y  took 
is su e  with the  QH Q a s  a  limiting fram ew ork . T h e s e  
c rit ic ism s w e re  m o s t  o ften  rep o r te d  a long  with r e q u e s t s  
for T rev a rd  to lec ture . In t h e s e  c a s e s  it is difficult to 
in te rp re t th e  m ea n in g  of th e  w ord  “limiting,” tho ugh  w h en  
ob jec tions  to the  QH Q w e re  ra ised  during th e  s e m e s te r  
T revard  re sp o n d e d  by exploring o th er  w a y s  to b ro ad e n  th e  
in terpreta tion  of w h a t  w a s  p o ss ib le  within th e  Q H Q  fram e.
Two g ra d u a te  level s tu d e n ts  w ho ta lked  with m e  
informally, though  a t  s o m e  length, a b o u t  T rev a rd ’s  teach in g ,  
w e re  sharp ly  divided a b o u t  the  u se  of th e  QHQ. T he  doctoral 
s tu d e n t  in curriculum  theory  [a w om an] ra ted  his c l a s s e s  a s  
exce llen t; th e  doc to ra l s tu d e n t  in English [a man] be lieved  
he  s p e n t  too  m uch tim e "support[ing] th e  d e v e lo p m e n t  of 
individual ques tion ing  a n d  thinking p r o c e s s e s .” T he  
com m unity  dynam ic  of T rev a rd ’s  teach in g  d o e s  s e e m  to 
r e a p p e a r ,  in con trad ic tory  w ay s , then , a s  a n  is su e  am o n g  his 
s tu d e n ts  a t  s e v e ra l  levels  of university  s tudy .
In this c h a p te r  I h a v e  draw n th e  s k e tc h e s ,  p a tte rn s ,  
a n d  o b se rv a t io n s  which e m e rg e d  in my re s e a rc h  a b o u t  
T rev a rd ’s  teach in g ,  a b o u t  his s tu d e n ts ’ r e s p o n s e s  to his 
teach in g ,  a n d  a b o u t  the  re la tionsh ip  b e tw e e n  his s ty le  of 
teach in g  a n d  th e  k inds of rea d in g s  a n d  writing his s tu d e n ts
cons truc t.  It h a s  b e e n  illustrated th a t  T rev a rd ’s  teach in g  
s ty le  fo s te rs  c lo se  rea d in g s  a n d  fo c u s e d  writing; rev is ions 
ra th e r  th an  co n c lu s io n s  in th e  interpretive p ro c e ss ;  an d  
self-critical an a ly s is  th rough  th e  u s e  of g ro u p  neg o tia t io n s  
a n d  revisionary  p ro c e s s e s .
In C hap te r  Four I will ex tend  the  analysis  an d  
d iscu ss io n  to c o n s id e r  how T rev a rd ’s  sty le  of teach ing  m ay 
b e  read  a s  a  construction of a  zo n e  of proximal 
d e v e lo p m e n t,  th e  s ign if icance  of th e  collec tive  enuncia tion  
in th e  litera te  im agination, a n d  th e  p lace  of th e  literate  
im agination in ed u ca tion a l  p rac tice . I will c o n s id e r  a s  well 
th e  p ro b lem s a n d  limitations a s s o c ia te d  with th e  study.
CHAPTER FOUR 
DISCUSSION OF ANALYSIS
The purpose  of the e thnographic  study reported  in 
ch ap te r  th ree  h as  been  to explore the interactive teach ing  
style of Ben Trevard. Several sk e tch e s  of the c la ss  have  
b e en  offered, drawn chronologically over the co u rse  of a  
se m e s te r .  In C hapter Four I will extend the d iscussion  
begun in those  sketches.
A Place of C hange 
For e ac h  of the sk e tch es  offered, Trevard’s  style of 
teach ing  may be characterized  a s  in te rac tiv e  and  r e p e t i t iv e . 
The in teractions occur betw een Trevard and  individual 
s tuden ts ;  am ong the m em bers of the community a s  a  whole; 
and am ong the m em bers of the c lass  and  the tex ts  which are  
read  a n d  written. S tuden ts  interact with Trevard one-to- 
one w hen their QHQ writings are  first read aloud. They 
in teract with o ther s tu d en ts  in addition to Trevard  w hen 
th e s e  interpretations are d iscussed . And s tu d en ts  
increasingly interact over a  g rea te r  num ber of tex ts  a s  the 
s e m e s te r  p ro g re s se s .
T revard ’s style is repetitive in the way q u e s t io n s  a re  
raised  and written about in individual QHQ’s, followed by 
o ther  q u es tion s  raised by the  sa m e  student, before  still
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o ther  q ues tion s , ( those  ra ised  by the  next s tu d e n t’s  Q H Q ’s) 
a re  ra ised , d iscu ssed , a n d  followed by an o th e r  QHQ 
p resen ta tio n . T he  pa ttern  for th e s e  d isc u ss io n s  ove r  the  
c o u rs e  of a  c la s s  could b e  re p re se n te d  by the  following: 
QHQ; d iscussion: QHQ; discussion; QHQ; etc. This pattern  of 
open ing  a n d  closing e a c h  s tu d e n t ’s  in terpretation with a  
q u e s t io n  r e p r e s e n ts  a  s ignificant d iffe rence  from th a t  
g e n e ra l ly  a s s o c ia te d  with th e  th re e -p a r t  q u es t io n in g  
s tra te g y  em ployed  in m ost traditional s ty le s  of teach in g .
T hough  teach in g  s ty le s  differ g rea tly  from o n e  
te a c h e r  to ano ther , a  com m on a p p ro a ch  to question ing  
involves th e  te a c h e r  initiating a  q u es t io n ,  followed by a  
s tu d e n t ’s  r e s p o n s e ,  itself followed by a  co rrec tive  c o m m e n t  
offered  by th e  te a c h e r  (A pplebee, 1986; N ew m an e t  al.,
1989). T hat pa ttern  could b e  re p re se n te d  a s  QAR (Q uestion- 
A n sw e r-R e sp o n se ) .  D isplayed in a  s e q u e n c e  rep resen ting  
th e  pa ttern  which would b e  p layed  ou t over th e  c o u rs e  of a  
c la s s ,  th is s e q u e n c e  could  b e  re p re se n te d  by the  following: 
QAR; QAR; QAR, with d iscuss ion  occuring m ore random ly in 
th e  c o u rs e  of the  c la s s ’s  in terac tions, a n d  th en  followed by 
a  corrective  R e sp o n se  on the  part of th e  tea ch e r .
This traditional a p p ro a c h  p la c e s  th e  t e a c h e r  in the  
position of th e  o n e  who f ra m e s  th e  te rm s , c a te g o r ie s ,  
a n d /o r  re la tions of th e  initial q u es t io n .  S tu d e n ts ’ a n s w e rs  
a re  e x p e c te d  to fit th e  q u e s t io n s  a sk e d ,  an d  a re  followed by
a  r e s p o n s e  w hich  inform s th e m  in s o m e  w ay  a b o u t  w h e th e r  
o r no t  the ir  r e s p o n s e  did in fac t  “fit” (N ew m an , e t  al.,
1989, p. 58). In T rev a rd ’s  a p p ro a c h ,  th e  s tu d e n t  r a i s e s  th e  
q u e s t io n ,  p r o p o s e s  a  s e t  of h y p o th e s e s  for th is q u e s t io n ,  
a n d  th en  ra i s e s  a n o th e r  q u es tio n , b e f o r e  T reva rd  e v e n  
e n te r s  th e  in terac tion  verbally . W h en  h e  d o e s  e n te r  into a  
d is c u s s io n  with th e  s tu d e n t ,  h e  d o e s  so  with a  q u e s t io n  
a b o u t  w h e th e r  th e  sk e tc h  h e  h a s  m a p p e d  rep re se n tin g  th e  
s tu d e n t ’s  QH Q, d o e s  in fact, in th e  s tu d e n t ’s  te rm s , 
r e p r e s e n t  w h a t  th e  s tu d e n t  h a s  in te n d e d  to  write a n d  sa y .
W h e r e a s  in th e  trad itional QAR a p p ro a c h ,  th e  t e a c h e r  
o ffe rs  a  kind of c o rre c t iv e  to  th e  s tu d e n t ’s  a n s w e r ,  in 
T ra v a rd ’s  a p p ro a c h ,  th e  s tu d e n t  h a s  th e  op portun ity  to 
c o r r e c t  th e  t e a c h e r ’s  re p re s e n ta t io n  of th e  t e r m s  a n d  
c a te g o r ie s  of th e  s tu d e n t ’s  a rg u m e n t .  R a th e r  th an  
c o m p a r in g  a  s tu d e n t ’s  a n s w e r  to th a t  w hich  th e  t e a c h e r  
u n d e r s t a n d s  to  b e  th e  “c o r re c t” a n s w e r ,  T re v a rd  a t t e m p t s  
to c r e a t e  a  v isu a l  ap p ro x im a tio n  of th e  s tu d e n t ’s  a rg u m e n t ,  
e v a lu a te d  by th e  s tu d e n t  a u th o r  b e fo re  th e  a rg u m e n t  h e  h a s  
p r e s e n te d  is e v a lu a te d  publicly  by a n y o n e  e ls e .
During in te rac t io n s  of th is  kind, th e  a s s u m p t io n  is 
m a d e  th a t  s t u d e n t s  h a v e  c o n s t r u c te d  in te rp re ta t io n s  w hich  
r e p r e s e n t  th e  “t a s k ” th e  t e a c h e r  h a s  in mind. This w a s  t ru e  
in T re v a rd ’s  c la s s  e v e n  a t  th e  beg inn ing  of th e  s tu d y  w h en  
s o m e  of th e  s tu d e n ts  c o m p la in e d  th a t  th e y  w e re  u n s u re  of
w h a t  T reva rd  w a n te d  from th e m  in t e rm s  of th e  Q H Q . Their 
in -c la ss  r e a d in g s  w e re  su p p o r te d  by T re v a rd ’s  m app ing  a n d  
by c la s s  d is c u s s io n s ,  th o u g h  th e  c a te g o ry  of “c o r r e c t n e s s ” 
cou ld  no t b e  a lig n ed  with spec if ic  c o n te n t  th e  w a y  it is 
within th e  trad itiona l e x c h a n g e  b e tw e e n  t e a c h e r s  a n d  
s t u d e n t s .
An u n d e rs ta n d in g  of th e  c o r r e c tn e s s  of s t u d e n t s ’ 
r e s p o n s e s  e m e r g e s  from th e  d is c u s s io n s  w hich o c c u r  in th e  
c la s s .  “C o r r e c tn e s s ” b e c o m e s  a  re la tive  m e a s u r e ,  w hich 
m u s t  b e  d e te rm in e d  a n e w  with e a c h  d isc u ss io n  of e a c h  
in te rp re ta tion  c o n s t ru c te d  by e a c h  s tu d e n t .  E ven  th e n ,  
“c o r r e c tn e s s ” a s  a n  ideal r e m a in s  in d e te rm in a te ,  b e c a u s e  
th e  n u m b e r  of p e r s p e c t iv e s  r e p r e s e n te d  within th e  c l a s s  
ac tua lly  i n c r e a s e s  with e a c h  d is c u s s io n .  By sy s te m a tic a l ly  
ra is ing  n e w  q u e s t io n s  for e v e ry  initiating q u e s t io n  w hich  is 
p r e s e n te d ,  th e  c l a s s  ac tua lly  m utlip lies th e  n u m b e r  of 
c o r r e c t  i n t e r p r e t a t i o n s .
W h e n  s t u d e n t s ’ in te rp re ta t io n s  a r e  r e c e iv e d  “a s  if” 
th e y  h a v e  b e e n  g iven with T rev a rd ’s  g o a ls  in mind, T rev a rd  
in c o rp o ra te s  his s tu d e n t s ’ a c t io n s  into his own s y s te m  of 
activity, a  s y s te m  d e s ig n e d  to  su p p o r t  c lo s e  r e a d in g s  of th e  
n o v e ls  a n d  o n e  a n o th e r ’s  in te rp re ta t io n s ,  b u t  c lo s e  r e a d in g s  
of th e  s tu d e n t s ’ ow n thinking p r o c e s s e s  a s  well, a s  long a s  
t h e s e  follow s o m e  form of th e  Q H Q  m odel. T h a t is, th e  Q H Q  
r e p r e s e n t s  th e  te m p la te  for th e  c o n s t ru c t io n  of
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in te rp re ta t io n s .  It g u id e s  th e  s tu d e n t s ’ thinking a b o u t  th e  
n o v e ls ,  th e ir  writings, th e ir  p r e s e n ta t io n s  to th e  c la s s ,  a n d  
th e  c l a s s ’s  d is c u s s io n s .  It a lso  g u id e s  T re v a rd ’s  r e s p o n s e s  
to  th e  s tu d e n t s  in th a t  h e  q u e s t io n s  th e ir  in te rp re ta t io n s  in 
o rd e r  to  s u p p o r t  the ir  con tinu ing  s e a r c h  for h y p o th e s e s ,  a n d  
th en  h e  p o s e s  o th e r  q u e s t io n s  which a r is e  during 
d i s c u s s io n s  tho ugh  they  m ay  not h a v e  b e e n  offered  th rou gh  a  
s tu d e n t ’s  writing. H e re  s tu d e n ts  o ften  ga in  g r e a t e r  
u n d e rs ta n d in g  a b o u t  the ir  own p e rfo rm a n c e ,  only  a f te r  th e  
p e r fo rm a n c e  h a s  b e e n  g iven; this is w h a t  o n e  r e s e a r c h e r  
ca lls  “p e r fo rm a n c e  b e fo re  c o m p e te n c e "  (C a z d e n ,  c ited  in 
N ew m an  e t  al., 1989, p. 63). W hen  th is  h a p p e n s ,  s tu d e n ts  
d isc o v e r  th e  re la tionsh ip  b e tw e e n  th e  Q H Q  a n d  th e  “t a s k ” 
th e  t e a c h e r  h a s  s e t  for th e  c la s s .
T h e  notion of th e  learn ing  “t a s k ” h a s  b e e n  r e p re s e n te d  
in e d u c a t io n a l  p rac t ic e  in th is  c e n tu ry  a s  a  rep ro d u c ib le  s e t  
of b e h a v io rs  in v e s te d  with ce r ta in  m e a n in g s .  N ew m an  e t  
a l . ’s  (1989) a t te m p t  to  re p ro d u c e  th e  s a m e  t a s k  in d ifferen t 
s e t t in g s  led  th e m  to  c o n c lu d e  th a t  t a s k s  in d iffe ren t 
s e t t in g s  a r e  n e v e r  th e  s a m e .  “T a s k s  a r e  s t r a te g ic  fictions 
th a t  p e o p le  n e g o tia te  a n d  u s e  a s  a  w ay  of negotia ting  an  
in te rp re ta t ion  of a  s itua tion  . . . T h ey  help  o rg a n iz e  working 
to g e th e r ” (p. 135). T rev a rd  e s t a b l i s h e s  th e  ta s k  th a t  
in v o lv es  rep lay in g  th e  Q H Q  p a tte rn  d ifferently  a t  d if fe ren t  
t im e s .  T h e  d if fe ren ce  b e tw e e n  se t t in g s  c r e a te d  by th e
d iffe ren t tex ts  is s ignificant e n o u g h  to lead  s tu d e n ts  to 
s o m e  confusion  a b o u t  w ha t is e x p e c te d  of them . T he 
d iffe ren ce  b e tw e e n  writing th e  QH Q a n d  p re sen tin g  it orally 
a ls o  m a s k s  the  fac t th a t  T reva rd  su p p o r ts  th e  s tu d e n ts  in 
the ir  oral p re s e n ta t io n s  in w a y s  th a t  inform th e m  a b o u t  
how  to u se  the  Q H Q  in the ir  written a s s ig n m e n ts .  In this 
way, T revard  u s e s  the  QHQ a s  a  kind of tool which s h a p e s  
s tu d e n t s ’ thinking a n d  writing in o n e  se ttin g , a n d  their  
thinking a n d  interacting in an o th e r .  T he  QHQ, v iew ed in this 
w ay , func tions  a s  a  kind of cultural tool which th e  s tu d e n ts  
learn  to u s e ,  a  tool which both s h a p e s  their thinking, a n d  
w hich is t ran s fo rm e d  by their u s e  of it.
It w a s  the  Q H Q  which s h a p e d  th e  w ay  s tu d e n ts  
a p p ro a c h e d  the ir  writing a b o u t  th e  novels . Identifying 
p la c e s  in th e  te x ts  which a ro u s e d  the ir  in te re s t  for any  
n u m b er  of r e a so n s ,  s tu d e n ts  u se d  th e  Q H Q  a s  a  w ay  to 
e s ta b l is h  th e  s ta r ting  poin t of the ir  writing. T h e  first 
q u e s t io n  f ram e d  th e  te rm s , c a te g o r ie s ,  a n d  re la tions  in 
the ir  thinking a n d  writing a b o u t  th e  text. T h e  n e e d  to 
g e n e r a te  h y p o th e s e s  a b o u t  the ir  original q u e s t io n  th en  led 
th em  b a ck  into th e  tex ts  in s e a r c h  of information perta in ing  
to the ir  ques tio n . T he  final question  d e m a n d e d  by the  QHQ 
p a tte rn  led th e  s tu d e n ts  to a  kind of ten ta t iv e  c lo su re  on 
th e ir  writing, a  c lo su re  th a t  w a s  c o n tra d ic te d  by th e  fac t  
th a t  th o u g h  th e  final q u e s t io n  prov ided  a  s topp ing  point for
the ir  writing, it actually  provided a  new  poin t of d e p a r tu re  
in te rm s  of d iscu ss io n .
This kind of a p p ro a ch  to th e  s tudy  of literature 
r e p re s e n ts  a  very  significant d iffe rence  from a p p ro a c h e s  
which reco g n ize  only certa in  fo rm s of in te rp re ta t ions  a s  
empirically co rrec t.  In T rev a rd ’s  c la s s  th e  s tu d e n ts  w e re  
unab le  to conv ince  Trevard to p a s s  ju d g em en t on th e  
c o r re c tn e s s  of their in terpretations. W hat h e  g a v e  them  
w a s  an  evaluation  of how closely  th ey  followed the ir  own 
thinking ab o u t  th e  tex ts  read  a n d  c o n s tru c ted  within the  
c la ss .  As they  reco n sid e red  the  q u e s t io n s  they  th e m se lv e s  
had  ra ised , s tu d e n ts  exp lored  th e  w ay s  they  positioned  
th e m se lv e s  a n d  w e re  positioned in th e  middle g round  of the  
in terpretive  p ro c e s s .  This p r o c e s s  led s tu d e n ts  to re-think 
the ir  re a d in g s  a n d  writing, in s e a rc h  of su p p o r t  for their 
a rg u m en ts .  T hey  re tu rned  to th e  novels, to th e  tex ts  of 
o th e r  s tu d e n ts ’ writings, to th e  m app in gs  on th e  boa rd , an d  
to th e  d isc u ss io n s  of prev ious s e s s io n s .  In this work the  
c l a s s  p e rfo rm ed  a s  a  critical, in te rp re tive  com m unity  of 
r e a d e r s .
O n e  of th e  difficulties fa c e d  by the  s tu d e n ts  in 
T rev a rd ’s  c la s s  w a s  th e  w ay  authority  re s te d  within the  
in te rac t io n s  of th e  com m unity . Traditionally, c ritics  in 
literary s tu d ie s  h a v e  b e e n  v iew ed a s  individuals o p e ra ting  
within p ro fe s s io n a l  co m m u n itie s  of critics w h e re  e a c h
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critic p o s s e s s e s  a n d  e x e r c i s e s  his own part icu la r  e x p e r t is e  
(Graff, 1987). T re v a rd ’s  s ty le  of te a ch in g  c h a l le n g e s  th is 
trad ition . By em ploying th e  QH Q (q u e s t io n -h y p o th e se s -  
q u e s t io n ) ,  r a th e r  th a n  th e  QAR (Q u e s t io n -A n sw e r-co rre c t iv e  
R e s p o n s e )  a p p ro a c h  to c o n te n t  p re se n ta t io n ,  T reva rd  shifts 
th e  locus of au thority  from th e  position  of th e  t e a c h e r  to 
th e  p r o c e s s  of in te rac tio ns  within th e  c la s s .  With th e  
p o w e r  a s s o c i a t e d  with th e  trad itional a s p e c t s  of his 
position, th o s e  c h a ra c te r iz e d  by his s ta tu s  a s  a  p ro fe s so r  
within a  r e s e a r c h  university, T rev a rd  o v e r s e e s  th e  u s e  of 
th e  QHQ, th e  com m unity ’s  m o s t  com m o n  cultural tool. While 
h e  d o e s  th is , th e  s tu d e n ts ’ in te rac tio n s  ac tua lly  fash ion  th e  
s p a c e  of th e  c la s s ro o m  into a  particu lar kind of p l a c e .
T h e  a n th ro p o lo g is t /g e o g ra p h e r  Miles R ich a rd so n  
w rites a b o u t  th e  notion of p lace . His o b se rv a t io n s  a re  
re le v a n t  to th is  d isc u s s io n .
W e walk a n d  talk. W e h av e  bodies . For us  to 
in te rac t  w e  h a v e  to c o m e  to g e th e r ,  fac e - to -  
face , on  a  location. T hat’s  th e  beginning of 
p lace . T hen  w e  begin to u s e  s p a c e  to c re a te  
p lace . W e fash ion  it with our h a n d s ,  with our 
too ls , o u r  lan g u a g e ,  our in te rac tions . T h e  m ore  
w e  m e e t  th e re  th e  m ore  th e  p la c e  is r e a s s e r t e d  
a s  a  m eaningful, p a r t i c u la r - m e a n in g  p lace . And 
then , p lace  beg in s  to s h a p e  u s  a s  w e  s h a p e d  it.
Finally, w e  h a v e  an  im age  of th is p lace , for w e  
leav e  ou r  m ark on  it a s  it le a v e s  its m ark s  on  us.
(R ich a rd so n , C la s s n o te s ,  A ugust, 1991).
R ichardson’s  description of p lace  leav es  plenty of room for 
the  variety of p laces w e hu m an s c rea te .  S o m e  p laces , like 
expansive  parking lots, can  be  minimal p laces , b e c a u se  the  
m aterial se tting , the  face- to -face  in terac tions , a n d  th e  
im ages w e have  of th e s e  p laces  a re  just that: minimal. 
O ther p laces , however, may be  shown to have  distinctive 
se ttings , unique p a tte rn s  of in teractions, a n d  particu lar 
im ages . T revard’s  c lassroom  is such  a  place. A first-floor 
c lassroom , wider than  it is d e e p ,  with floor to ceiling 
windows a t  one  end, exposing the  inside walls of an 
alleyway be tw een  wings of an  old, th ree  story building, this 
room is c ram m ed with s tu d e n ts ’ d e s k s  s e t  in th ree  long 
rows from the windows on on e  s ide  of the  room to the  
single doorw ay on the  wall on the  o ther  side. A cross the  
front of this room, a  th ree  panel chalkboard  ex ten d s  nearly 
the  whole width of the  c lass .
Within th e  setting of the  university, th e  building 
which h o u se s  the  English d ep a r tm e n t  occup ies  a  prestig ious 
p lace  overlooking the  com m ons a re a  which se rv e s  a s  the  
acad em ic  heart of the  cam pus . A significant num ber of 
departm en ts  a re  housed  along this com m ons a rea , a  huge 
g ra s s y  a r e a  with wide, in tersecting  w alkw ays which c r is s ­
c ro ss  th e  com m ons in all directions. Of all the  buildings 
facing this com m ons, the  English d ep artm en t is th e  only 
building which is d e s ig n ed  with an  interior hallway, w here
s tu d e n ts  m ay  p a s s  th e  tim e looking ou t over th e  hustle  and  
b u s t le  of s tu d e n ts  a n d  faculty  a n d  a d m in is t ra to rs  
in te rac ting  in th is  s p a c e .
T h e  f a c e  of th e  library a lon g  th is c o m m o n s ,  w hich lies 
p e rp e n d ic u la r  to th e  English d e p a r tm e n t ,  is c o n s t ru c te d  of 
m etal a n d  g la s s .  S tu d e n ts  in th e  library m ay g a z e  o u t  ove r  
th e  c o m m o n s  from th e  w hole  interior sec tio n  of a  large  
s tu d y  a r e a  of th e  first floor. But from th e  English 
d e p a r tm e n t ,  s tu d e n ts  lean  a g a in s t  a  long row of w indow  
sills, privileged by th e  position th e y  h a v e  to o b s e rv e  th e  
in te rac tio ns  within th e  c o m m o n s .  If o n e  d o e s  th is  for m o re  
th an  a  few  m o m en ts ,  a  pa ttern  b e c o m e s  no ticeab le . In this 
a r e a  of com m otion , seem ing ly  fluid in ev e ry  w ay , th e re  a re  
sub tly  re c o g n iz a b le  territorial b o u n d a r ie s .  For th e  m o s t  
part, s tu d e n ts  m oving within th e  c o m m o n s  o b s e rv e  racial 
b o u n d a rie s .  Even w hen  th e re  is a  g re a t  n u m b er  of s tu d e n ts ,  
m oving a b o u t  a n d  ch an g in g  positions , th e  in te rac tions  o c cu r  
within g ro u p s  which s h a r e  a  socially  c o n s t ru c te d  a n d  
u n d e rs to o d  rac ia l  identity .
Within th is  building, c la s s t im e  in T re v a rd ’s  c l a s s  is 
c h a r a c te r iz e d  by a tten t iv e , upper-d iv is ion  s tu d e n ts  w h o  
ta lk  s o m e t im e s  a t  length  a b o u t  the ir  ow n w ritings a n d  
rea d in g s ,  bu t frequently  in a  s te a d y  e x c h a n g e  of 
c o n v e rsa t io n  from d ifferen t p a r ts  of th e  room , a c r o s s  racial 
bo u n d arie s .  T hough  I h av e  a rg u ed  tha t  th e  Q H Q  is a  tool
rep ea ted ly  u s e d  in th e  c la s s ,  its u s e  is le s s  obv ious w hen  
th e  c la s s  is d e sc r ib e d  in te rm s  of its m ateria l a p p e a ra n c e .  
W hat c h a ra c te r iz e s  th e  c la s s  m ore  is th e  w ay  th e  s tu d e n ts  
a n d  T revard  focus  on th e  s k e tc h e s  m a p p e d  on th e  p a n e ls  of 
th e  ch a lk board  ( s e e  Appendix  B), s k e tc h e s  which n e v e r  look 
th e  sa m e ,  o n e  to ano th e r .  It might b e  a rg u ed , b a s e d  on this 
o b se rva tion , th a t  th e  Q H Q  is a  tool flexible e n o u g h  to 
fash io n  very  d ifferent l a n d s c a p e s  a c r o s s  th e  v isual field of 
th is  c la s s .
T re v a rd ’s  in te rac tive  s ty le  of te a c h in g ,  including th e  
QH Q a n d  th e  m apping , s h a p e  th e  s p a c e  of this c la ss ro o m  into 
a  p la c e  w h e re  th e  multiple p e rs p e c t iv e s  c re a te d  a m o n g  th e  
m e m b e rs  of th e  c la s s  lead  to t ran s fo rm a tio n s  w ith in  th e  
individual m e m b e rs  of th e  c la ss .  N ew m an , e t  a l.(1989), 
exp la in : “In th e  d ia lec tic  b e tw e e n  th e  in te rpsycho log ica l
a n d  th e  in trapsycho log ical,  th e  mind b e c o m e s  ex te rn a l ized  
by a  cu ltu re  in its too ls” (p. 60). T rev a rd ’s  m apping  
m e d ia te s  th is  t ran s fo rm a tio n ,  illustra ting bo th  form  a n d  
c o n te n t  in th e  co n s tru c tio n  of v isual im a g e s  a n d  co llec tive  
m e a n in g s .  T h e  in te rac tions  with t h e s e  s k e tc h e s  function a s  
a e s th e t ic  e x p e r ie n c e s .  Their pow er lies, I be lieve , in th e  
w a y  th ey  co n ta in  “a n  e le m e n t  of l ife -enhancing  s u rp r i s e ,” 
a n d  in th e  w ay  th ey  “d is tu rb  th e  so m n a b u lism  of rou tine” 
(Tuan, 1989, p. 239) usually  a s s o c ia te d  with sch oo l 
p r a c t i c e s .
T he  p lace  th a t  T rev a rd ’s  s ty le  h a s  fa sh io n ed  functions 
a s  a  sy s te m  w h e re  ambiguity, am biva lence , an d  complexity 
lead  to cognitive c h a n g e .  It is a  p lace  w h e re  learning is 
socially  co n s tru c ted , a n d  th e  mind is v iew ed  “a s  a n  artifact 
ra th e r  than  a s  a  ‘na tu ra l’ s y s te m ” (Vygotsky, c ited  in 
N ew m an e t  al., 1989, p. 3). In this sy s te m  of social 
activity, it is significant th a t  ev ery  s tu d e n t  w rites Q H Q ’s  
on a  regular b a s is  an d  p re se n ts  them  to the  c la ss .  E ach  of 
th e s e  QHQ’s  is a s s e s s e d  by Trevard  and  su p po rted  by the  
in teractive  dy n am ics  of th e  c la s s .  Within th e s e  
a s s e s s m e n t s ,  e a c h  s tu d e n t  is lo ca ted  within th e  
construc tion  zone , th a t  middle g round  w h e re  p e rso n a l  
in te rp re ta t ion s  m ay b e  a p p ro p r ia te d  into th e  la rg e r  sy s tem , 
and  w h e re  the  te a c h e r  m ay a s s e s s  e a c h  perfo rm ance , an d  
a d d re s s  th a t  p e rfo rm ance  in an  a s s e s s m e n t  of th e  c la s s  a s  a  
w hole  a n d  a s  a  collection. This sy s te m  functions a s  a  zo n e  
of proximal d eve lop m en t,  w h e re  “cognitive c h a n g e  is a s  
m uch a  social a s  an  individual p ro c e s s ” (p. 1).
R e s is ta n c e .  C onfusion, a n d  th e  P lace  of th e  Individual 
As w a s  illustrated by th e  a c c o u n ts  offered  by Anna, 
Noelle, Kathleen, Neva, an d  Randy, not all the  s tu d e n ts  in 
T rev a rd ’s  c la s s  h a d  th e  s a m e  unders tand in g  of his teach ing  
sty le  or its e ffec tiveness . A nna  a n d  Noelle r e p re s e n te d  th e  
m o s t  d is tre s s in g  a c c o u n ts ,  in th a t  they  felt they  had
suffered a  loss  by taking the  c la s s  with Trevard instead  of 
with ano ther  m em ber of the  faculty. They a lso  w ere  the  
m ost a d a m a n t  in charg ing  Trevard  with a  political motive 
for teach ing  in the  way that he  did. I will consider  their
accoun t in light of their own term s, tryng to und ers tand  in
w hat w ays T revard’s  style re p re se n ts  a  political point of 
v iew .
Employing a  com m on resource  for s tu d e n ts  for 
defining the  term  “political,” em ployed  in the  framing 
question  of th is d iscussion , w e find tha t  the  W eb s te r’s  
S even th  Collegiate  Dictionary, d e fines  the  term  “political” 
as:
1 a: of or relating to governm ent, a  governm ent, 
or the  conduct of governm ent; b: of, relating to,
or con ce rned  with the  making a s  d istinguished
from th e  adm inistration of governm enta l policy;
2  : of, relating to, or involving politics and esp . 
party  politics; 3 : o rgan ized  in governm enta l 
term s; 4 : involving or ch a rg e  or con ce rn ed  with 
a c ts  a g a in s t  a  governm ent or a  political sys tem .
(1971, p. 657)
In m any w ays, Trevard’s pedagogical style may be 
viewed a s  relating to the  making of governm ental policy, of 
involving politics, and  of being organ ized  in governm enta l 
te rm s, if w e a re  willing to admit tha t schooling h as  
traditionally b e e n  ab o u t social control, an d  tha t th e  making 
of policies which will s e t  th e  te rm s  a n d  limits of that
contro l is a  kind of political activity. A ccepting  tha t,  w e  
might a lso  b e  inclined to c o n c e d e  th a t  if sc h o o ls  a r e  form s 
of g o v e rn m e n ta l  sy s te m s ,  th e  policies which h av e  s h a p e d  
sc h o o ls  a n d  th o s e  w ho  a d m in is te r  th o s e  polic ies a r e  form s 
of political s y s te m s .
Viewed in t h e s e  te rm s , T rev a rd ’s  sty le  is an  
e x p re s s io n  of his politics, a s  would b e  an y  t e a c h e r ’s  
a p p ro a c h  within a n  institution of h igher e d u ca tio n .  But 
w h a t  I think N oelle  a n d  A nna  a re  a s se r t in g ,  is th a t  T rev a rd ’s  
s ty le  is t r a c e a b le  to c e r ta in  political v iew s which 
r e p re s e n t  s o m e  kind of c h a rg e  or a c t  a g a in s t  a n o th e r  
political s y s te m , d ifferen t from th e  o n e  th ey  th e m s e lv e s  
would like to support.
C o n s id e re d  within th is f ram e  w e  c a n  s a y  th a t  
T re v a rd ’s  s ty le  is m arked ly  d ifferen t from th e  a p p r o a c h e s  
A nna  a n d  Noelle e x p e r ie n c e d  a n d  h a d  lea rn ed  to  n eg o tia te  
within th e  English  d e p a r tm e n t  o v e r  s e v e ra l  y e a r s  of s tudy . 
A s a  re su l t  of d isp lac ing  th e  trad itional fo rm s of p o w er 
usua lly  a s s o c ia t e d  with th e  position of th e  te a c h e r ,
T rev a rd ’s  s ty le  re c o g n iz e s  a  m iddle g ro u n d , which h o n o rs  
th e  s ig n if ican ce  of th e  so c ia l  in th e  co n s tru c tio n  of self, 
m ean in g , a n d  cu ltu re ; he  e s ta b l i s h e s  th e  foundation  for th a t  
c o n s tru c t io n  within th e  in te rac t io n s  of th e  co m m unity . 
G era ld  Graff (1987) h a s  a rg u e d  th a t  t e a c h e r s  n e e d  to  p o s e  
th e  q u e s t io n  of “W h o se  in te re s ts  a r e  s e r v e d ? ” by pa rticu la r
form s of educational prac tice  (p. 263). T revard’s  c la s s  is 
s truc tu red  to se rv e  th e  in te res ts  of a  m ore in teractive  an d  
d em o cra t ic  com m unity , th ough  th e  transfo rm ation  from 
traditional ex p ec ta tion s  to an  unders tand ing  of how su ch  a  
com m unity ough t to  function is not w ithout prob lem s.
O n e  of th e  prob lem s which A nna and  Noelle identified, 
a s so c ia te d  with the  kinds of c h a n g e s  T reva rd ’s  c la s s  
instantiated, could be  s e e n  in the  way two young m en  in 
particular, Robert and  Keat, te n d e d  to u s e  th e  tools which 
s h a p e d  th is p lace , with little concern  for the  c o n s e q u e n c e s  
their behavior had  on certain m em b ers  of th e  c la ss ,  or 
pe rh ap s , on th e  c la s s  a s  a  whole. W h e re a s  in the  traditional 
c la s s ,  s tu d e n ts  a re  e x p e c te d  to fit their a n s w e rs  to the  
q u e s t io n s  p o se d  by te a c h e rs ,  in T rev a rd ’s  c la ss ,  s tu d e n ts  
fitted their in te rac tions to th e  QHQ pattern , which 
su p p o r te d  the ir  efforts to ra ise , a d d re s s ,  and  transform  
q u es tio n s  they  th em se lv e s  sp o n so red .  R obert a n d  Keat 
occu p ied  a  position of privilege a s s o c ia te d  with social 
interactions in that, a s  m en, they  had  b e en  rew arded  over a  
lifetime for be ing  o u tsp o k en  a n d  active  partic ipan ts  in the  
social a re n a .  W om en find entry into and  participation 
within th is  soc ia l  a r e n a  f raugh t with soc ioh is to rica l 
constra in ts  (P agano , 1990). A nna an d  Noelle had  a lready  
n e g o tia te d  th e  difficulties a s s o c ia t e d  with partic ipa tion  in 
a  traditional, pa tr ia rcha l sy s te m  of literary s tu d ie s ,  w hen
they  d isc o v ere d  tha t  T revard ’s  c la s s  d e m a n d e d  a n o th e r  s e t  
of negotia tions, so m e  of which o n c e  again  e m p o w ered  so m e  
s tu d e n ts  to retain a  privilege they  a lread y  en joyed . In 
effect, th e  ta sk  faced  by A nna an d  Noelle w a s  very  different 
from that faced  by Robert a n d  Keat. T h ere  w e re  m ore 
o b s ta c le s  p laced  be tw een  A nna an d  Noelle a n d  the  
p e rfo rm an c e  of c o m p e te n c e .
N ew m an e t  al. (1989) a d d re s s  the  affect of th e s e  
d ifferen t re la tions  to p e rfo rm an c e  by noting the  im po rtance  
of “cultural am plifiers .” C u ltu ra l  a m p li f ie rs  is a  term  
B runer  u s e s  to d e sc r ib e  intellectual too ls , like writing, or 
sp e ak in g ,  which amplify o n e ’s  ability to learn , to e x p re s s  
o n e ’s  thinking, a n d  to e n g a g e  in com m unity  in terac tions. 
S tu d e n ts  h a v e  d ifferent re la tions  to am plifiers, how ever, a s  
w e sa w  with Anna, Noelle, Keat, an d  Robert. S o m e  s tu d e n ts  
occup ied  a  position of privilege in the  u se  of th e s e  tools, a s  
R obert  a n d  K eat did with sp eak in g  out, while o th e rs  felt it 
w a s  the ir  vulnerability which w a s  amplified w h e n  th ey  
sp o k e  ou t. Cultural am plifiers function differently  for 
d ifferent peop le ,  a n d  a  considera tion  of their u s e  an d  
e ffec ts  t a k e s  u s  beyond  th e  p r o c e s s e s  internal to the  
individual, to a  co n s id e ra tio n  of th e  soc ioh is to rica l fac to rs  
which m ay b e  a t  work in an y  setting  (p. 130).
T h e re  w e re  m any too ls  em ployed  in T rev a rd ’s  c la s s  
for re fa sh ion ing  th e  w a y s  s tu d e n ts  a p p ro a c h e d  literary
tex ts  a n d  th e  w a y s  th ey  w ro te  a b o u t  a n d  d i s c u s s e d  the  
in te rp re ta t io n s  th e y  c o n s t ru c te d .  T h e s e  to o ls  did  not 
e s c a p e  th e ir  ow n so c io h is to r ica l  c o n s tru c t io n ,  h o w e v e r ,  a n d  
s o m e  s tu d e n ts  u s e d  th e  to o ls  se lf -c o n sc io u s ly  a n d  se lf-  
critically, while o th e r s  u s e d  th e m  with a b a n d o n .  In th e  
d y n a m ic s  which A n na  a n d  Noelle a n d  R obert a n d  K eat s e t  in 
m otion in te rm s  of o n e  a n o th e r ,  it s e e m s  c le a r  th a t  A nn a  
a n d  N oelle  felt c o n s tra in e d  by th e  w ay  R ob ert  a n d  K ea t  u s e d  
l a n g u a g e  a n d  u n d e rs to o d  the ir  posit ions  within th e  c la s s .  
R o b e r t  a n d  Keat, how ev er ,  a p p e a re d  to ta rg e t  t h e s e  young  
w o m a n  in su b t le  y e t  o ffens ive  w a y s ,  th o u g h  the ir  ow n 
in te rp re ta t io n s  of th e ir  b e h a v io r  w e re  u n a v a i la b le  to  m e.
In h is  e ffo r ts  to  t ra n s fo rm  s tu d e n t s ’ e x p e c ta t io n s  of 
trad itiona l c l a s s  d y n a m ic s  into a  kind of p e r fo rm a n c e  of 
co llec tiv e  c o m p e te n c e ,  T rev a rd  sh if ted  m uch  of th e  
trad ition a l  e m p h a s i s  a w a y  from  individual s tu d e n ts ,  th o u g h  
individual p e r fo r m a n c e s  still f ra m e d  d i s c u s s io n s  d e v e lo p e d  
from  Q H Q ’s .  T his  shift from th e  individual to  th e  co llec tive  
p e r f o rm a n c e  w hich  s u p p o r te d  individual e ffo r ts  p ro d u c e d  
its ow n kind of c o n fu s io n , w hich  m any  s tu d e n ts  w o rk ed  
th roug h  by re p e a te d ly  using  th e  Q H Q  in th e  c o n te x t  of th e  
m ap p in g  a n d  d is c u s s io n  s t r a te g ie s .  T h e  co n fus ion  
ev en tu a l ly  g a v e  w ay  to  u n d e rs ta n d in g  for m o s t  s tu d e n ts  a s  
th e y  e x p e r ie n c e d  s u c c e s s  in te rm s  of t e a c h e r  a n d  c l a s s
a s s e s s m e n t ,  lead in g  s tu d e n ts  to  d iffe ren t  lev e ls  of 
u n d e rs ta n d in g s  a b o u t  th e  Q H Q  a s  a  tool.
S tu d e n ts  w h o  d id  n o t in v es t  in th e  co llec tive  
s t ru c tu re s  of th e  c l a s s  m ay  h a v e  r e p re s e n te d  a  th r e a t  to 
th o s e  s t ru c tu re s  a n d  to o th e r  s tu d e n ts ,  a s  w a s  a d d r e s s e d  
ea rlie r .  In o rd e r  to contro l for t h e s e  v a r ia b le s ,  for 
c e r ta in ly  T re v a rd ’s  s ty le  is still a b o u t  co n tro l,  s in c e  
t e a c h in g  p ra c t ic e s  a r e  political in n a tu re ,  h is  v iew  of 
d e m o c ra t ic  in te rac t io n s  m u s t  a c k n o w le d g e  a n d  fo re g ro u n d  
a s  m uch  a s  p o ss ib le  th e  lived conflicts w hich e m e rg e  in his 
c l a s s e s .  J u s t  a s  th e  institu tional h is to ry  of literary  
s tu d ie s  h a s  av o id e d  d ea l in g  with th e  s t ru g g le s  e n c o u n te r e d  
w ithin th e  d isc ip lin e , individual c o m m u n i t ie s  of s tu d e n t s  
a n d  t e a c h e r s  te n d  to  overlook  the ir  ow n s t ru g g le s  a n d  fo cu s  
on  la rg e r  i s s u e s ,  su c h  a s  “th e  t r e a tm e n t  of w o m e n  in 
l i t e r a t u r e . ”
In s o m e  w ay s , th e  young  s tu d en t,  N eva, h a d  s u g g e s te d  
s u c h  a n  a p p ro a c h  w h e n  s h e  e x p re s s e d  h e r  w ish th a t  
T re v a rd ’s  c l a s s e s  w ou ld  e x p lo re  m o re  fully th e  c o n n e c t io n s  
b e tw e e n  th e  r e a d in g s  a n d  th e  s tu d e n t s ’ individual lives. It 
is p o s s ib le  th a t  th e  jo u rn a l  r e s p o n s e s  written  in th e  form 
of th e  I notice, learn  a n d  w o n d e r  e n tr ie s  cou ld  a d d r e s s  
t h e s e  k inds of i s s u e s  periodically  in a  d irec t  w ay , a n d  th a t  
T rev a rd  cou ld  b e c o m e  inform ed a b o u t  te n s io n s  a n d  s t ru g g le s  
within th e  co m m u n ity  w hich m ay  h a v e  o th e rw is e d  e s c a p e d
him. This is not to say  tha t  th e s e  en tries  have  not a lready 
se rv ed  this pu rpose  to so m e  d e g re e ,  for m any of the 
s tu d e n ts  did in fact a d d re s s  th e s e  kinds of is su es .  But for 
so m e  reason , A nna an d  Noelle, in particular, c h o s e  to remain 
angry but silent ab o u t the  positions in which they  sa w  
th em se lv es ,  while Trevard and  I rem ained  u n aw are  of the  
d e g re e  to which the  d ifferences in a p p ro a c h e s  to speak ing  
ou t in th e  c la s s  benefitted or o p p re s se d  so m e  m em b ers  of 
th e  c la s s  sy s tem atica lly .
T he  Literate Imagination in Literary S tu d ie s  
In m any w ays, the  au tob iographical a cc o u n t  I offered 
in C hap te r  O n e  d o e s  more than  rela te  a  narrative of an  
educational experience  I had  a s  an  ad o lescen t.  It d e sc r ib e s  
the  kinds of educational g oa ls  which h av e  m otivated y e a rs  
of study, teaching , an d  resea rch  in my life. It h a s  not been  
my intention to p re s u m e  th a t  all s tu d e n ts  of literature have  
s trugg led  in the  s a m e  w ays th a t  I claim to h ave  struggled . 
R ather, my claim is th a t  the  a p p ro a c h e s  to literary s tu d ies  
which h av e  ch a rac te r ized  my educa tional e x p e r ie n c e s  in the  
p a s t  thirty y e a r s  h av e  c o n s tra in ed  th e  self-reflective  an d  
partic ipa to ry  in te rac tions  which c h a ra c te r iz e  the  m iddle 
g round , w h e re  m ean ing  a n d  subjectiv ities a re  socially  
c o n s t r u c te d .
T h eo r ie s  regard ing  th e  in de term inacy  of la n g u a g e  h av e  
h e lp e d  e d u c a to r s  rea lize  th e  im p o rtan ce  of m ultiple 
p e rs p e c t iv e s  a s  a  b a s is  for cognitive  c h a n g e  within a  
functional sy s te m . T h e  so c ia l  co n s tru c tio n  of kno w ledg e  
d ra w s  from cultural kno w ledg e  in a  z o n e  of proximal 
d ev e lo p m en t,  and , like th e  QHQ, o p e n s  th e  in terpretive 
p ro c e s s  to c rea tiv e  c h a n g e s .
W hen  th e  indeterm inacy  of la n g u a g e  is d en ied , a n d  th e  
functional s y s te m  of c o n s tru c t in g  k n o w led g e  d e c la re d  
c lo se d ,  th e  “n o ise  in th e  s y s te m ” in c re a s e s .  Literacy, in 
t e rm s  of th e  im agination , am plifies th e  n o ise ,  th e  d isparity , 
th e  c o n tra d ic t io n s  a s s o c i a t e d  with th e  d is t in c tio n s  
b e tw ee n  an  original a n d  alien culture . D. Emily Hicks (1991) 
c o n s id e r s  s o m e  of t h e s e  i s s u e s  in he r  exp lora tion  of “b o rd e r  
writing.” T h e  litera te  im ag ination  func tions  a s  a  m o d e  of 
o p e ra t io n ,  e n ab l in g  th e  r e a d e r  with “m ultid im ensiona l 
p e rcep tio n  . . . qu ite  literally th e  ability to s e e  no t ju s t  
from o n e  s id e  of a  border, bu t from th e  o th e r  s id e  a s  well” 
(p. xxiii).
O n e  of th e  contributions Hicks h a s  m a d e  to a  
re c o n c e p tu a l iz a t io n  of literary  s tu d ie s ,  is h e r  recogn ition  
of th e  im p o rtan c e  of th e  “co llec tive  e n u n c ia t io n ” (p. xxv), 
th e  n o n s y n c h ro n o u s  re la tio n s  a s s o c i a t e d  with th e  m iddle 
g ro u n d . U n a c c u s to m e d  to h ea r in g  “th e  multiplicity of 
d i s c o u r s e s  within a  s ing le  la n g u a g e  - th e  four k e y s  in a
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s e q u e n c e  of four c h o rd s ,  o r th e  multiple s e t s  of referential 
c o d e s  . . .  a  g re a te r  d e m a n d  is p laced  on the  re a d e r” who 
would a t te m p t  to rea d  in this w ay  (p. xxvi). S u ch  reading  
b e n e f i ts  from th e  tran s la to r ,  w h o s e  ta s k  it is, in 
B en jam in ’s  w ords , “to  p ie c e  to g e th e r  th e  f ra g m e n ts  of a  
b roken  v e s s e l” (Cited in Hicks, 1991, p. xxx). Continuing in 
th e  vein  of D e leu ze  a n d  G uattari, Hicks writes:
T he  ta s k  of th e  t ran s la to r  is “to  m a k e  u s e  of th e  
polylingualism of o n e ’s  ow n lan g u a g e ,  to  m ak e  a  
m inor or in tensive  u s e  of it, to o p p o s e  th e  
o p p r e s s e d  quality of th is  la n g u a g e  to its 
o p p re s s iv e  quality , to find p o in ts  of n oncu ltu re  
o r u n d e rd e v e lo p m e n t ,  linguistic Third W orld 
z o n e s  by which a  lan g u ag e  can  e s c a p e ,  an  anim al 
e n te r s  into th ings , an  a s s e m b la g e  (a g e n ce m en t)  
c o m e s  into p lay .” (p. xxx).
T revard  h a s  s e rv e d  a s  a  tran s la to r  for his s tu d e n ts ,  
m ap p in g  th e  w h o le  of the ir  co llec tive  in te rp re ta t io n s  in th e  
f ragm en ta ry  s k e tc h e s  he  h a s  d raw n. P e rh a p s  he  is a  
“c a r to g ra p h e r  in a  p ro jec t of re m a p p in g ” (p. 118) m uch  a s  
th e  p o e t  is w ho e x p lo re s  th e  m iddle g round . If he  is, 
how ever, h e  s e r v e s  his s tu d e n ts  in th is  c ap a c i ty  only to the
e x te n t  th a t  th ey  c h o o s e  to re a d  his a n d  their work in this
w ay , b e c a u s e  th e  quality  of th e  in terac tive  re la tions  d e p e n d  
upon  an  inves tm en t of tim e a n d  e n e rg y  on th e  pa rt  of th e  
s tu d e n ts  a n d  T revard . W ithout th is  in v es tm en t of labor, th e  
s y s te m  lo o s e s  s o m e  of its pow er. T rev a rd ’s  ca r to g rap h y  is 
e p h e m e ra l  a n d  his w ork su ffe rs  from no p r e te n s e  a b o u t  its
own significance. In so m e  ways, that m ay b e  why it is 
effective for so  m any of his s tu d en ts .  As the  s e m e s te r  
p a s s e d  its half-way mark, the  majority of th e  s tu d e n ts  
repo rted  with g re a te r  certa in ty  a n d  freq u en cy  th a t  
T revard’s  c la s s  w a s  teach ing  them  how to think, read , and  
write criticafly—in w ay s  they  had  never b e en  ab le  to do 
before. It w as  Anna, Noelle, and  Kathleen who did not a g re e  
with their c la s s m a te s  in their ap p ra isa l  of T rev a rd ’s  
te a c h in g .
It would be  a  m istake to believe o n e  could duplicate  
T revard’s  style of teach ing  (even  Trevard  can n o t  m ake  the  
s a m e  ta sk  occu r in two different se ttings), but it would be 
a  m istake of ano th e r  kind to conc lude  th a t  ju s t  b e c a u s e  
duplication w a s  im possib le , th e re  is no w ay  to gen era l ize  
th e  findings of th e  study.
The QHQ c an  be  u se d  a s  a  cultural tool to sh a p e  the  
w ay  s tu d e n ts  think an d  read  an d  write ab o u t  tex ts  of all 
kinds. T he m apping c an  b e  em ployed effectively a s  a  visual 
an d  cognitive aid, a  tem porary  structuring of su p p o r t  for 
re-thinking rea d in g s  a n d  writing. And certainly, T rev a rd ’s  
multiplication a n d  am plification of literary p e r s p e c t iv e s  
within th e  construc tion  z o n e  of his c l a s s e s ’ in te rac tions 
illustra tes th e  b a s is  of a  functional sy s te m  “in which new  
un ders tan d in gs  can  a r ise ” (Newm an e t  al., 1989, p. 61).
T h o se  who would ackno w leg e  th a t  learning r e q u i r e s  
th a t  s tu d e n ts  e x p e r ie n c e  a  d is c o n t in u i ty  with the  sy s te m  of 
o rgan iza tion  which c h a ra c te r iz e d  their en try  into th e  zo n e , 
b u t  an  e m e rg e n t  c o n t in u i ty  with the  prior 
in terpsychological sy s te m  of th e  zo n e , c a n n o t  help but va lue  
o rg an iz ed  social in te rac tion s  in c la s s ro o m s  a t  ev ery  level 
of schooling . T rev a rd ’s  s ty le  p rov ides s tu d e n ts  
opportun ities  to perform  a s  nov ices  a n d  e x p e r ts  within a  
com m unity  w h e re  authority , a s  well a s  know ledge, is 
so c ia l ly  c o n s t ru c te d .
Lim itations A sso c ia te d  with th e  S tudy  
My limited e x p e r ie n c e  with m e th o d s  of e th n o g ra p h ic  
re s e a rc h  m ust b e  a ck n o w led g ed  a s  a  limitation a s s o c ia te d  
with th e  s tudy  rep o rted  a n d  d i s c u s s e d  in th is d isse r ta t ion .
In a ttem pting  to “find [my] fee t” a s  G e e r tz  (1973) d e sc r ib e s  
the  work of “co nvers ing  with o th er  m e m b e rs  of th e  s tudy  in 
o rder  to en la rg e  th e  un iv erse  of hum an  d is c o u rse ” (pp. 13- 
14), I h a v e  b e e n  se lec tiv e  a n d  self-critical a b o u t  th e  i s s u e s  
to a d d re s s  a n d  th e  partic ipan ts  to fo reground. My in te res ts  
resu lted  in c h a n g e s  in th e  w ay  Trevard  h an d led  the  m apping  
part of his teach ing , and  th e s e  c h a n g e s  m ay have  
significantly a l te rred  th e  w ay  T revard  w ould h a v e  em p lo y ed  
th em  o therw ise  over  the  c o u rs e  of th e  s e m e s te r .  In m any 
w ays, my in te res t  in th e  visual pow er of th e  m apping  m ay
have  com prom ised  the  ep h em era l  na tu re  of the  sketching  
p ro c e s s .
Another a s p e c t  of th e  study  which may b e  problem atic  
is my reading of A nna and  Noelle’s  criticism of T revard’s 
teach ing  style. W hat I hoped  to accom plish  by featuring 
their criticism, a n d  by se tting  it within th e  con tex t  of 
o ther  s tu d e n ts ’ read ings  of th e  c la ss ,  w a s  to foreground  the  
kinds of ten s io n s  th e s e  conflicts p rodu ced  for so m e  
m em b ers  of the  c la ss .  Though such  exploration may se rv e  
to highlight th e s e  particu lar incidents, it m ay a lso  co n cea l  
th e  d e g re e  to which th e s e  incidents w ere  actually 
infrequent w hen  co n s id e re d  in te rm s  of th e  num ber of 
in teractions which occu rred  on a  daily an d  weekly basis . 
T hat so  few of th e  s tu d e n ts  felt com prom ised  by the  
behav io r  of o ther  s tu d e n ts  is itself im portant to a  reading 
of T reva rd ’s  style; bu t w ha t I ho ped  to strike by featuring 
the  in terac tions am o ng  th e s e  two g e n d e re d  s e t s  of s tu d e n ts  
w a s  a  kind of b a lan ce  b e tw een  th e  s tren g th s  and  
w e a k n e s s e s  of his s ty le  in te rm s  of the  report itself.
T he  am oun t of d a ta  p roduced  by this study  contributed 
to its own kinds of limitations a n d  problem s. T hough I have  
em p lo y ed  triangulation m e th o d s  in interpreting an d  
reporting the  findings of th e  study, a  full review by a  p e e r  
h a s  b e e n  impossible. Rather, ongoing con versa tions  
occurred  during the  c o u rse  of the  study  and  over the  c o u rse
of th e  writing. I h ave  realized  through th e s e  co n versa tions  
th a t  o th e r  re s e a rc h e rs  m ay h ave  fo reg rounded  different 
a s p e c t s  of T revard ’s  style and  the  c la s s ’s  in teractions. Yet, 
in sp ite  of the  limitations a s s o c ia te d  with th is re se a rc h ,  I 
be lieve  th e  d isse rta tion  m ay contribute  som eth ing  of va lue  
to th e  d isc o u rse  ab o u t  learning, particularly a s  th e s e  m ay 
be  a s so c ia te d  with is su e s  in literary s tud ies . In C h ap te r  
Five, co n n ec tio n s  am ong  th e  au tob iographical writing, th e  
report of th e  study, an d  i s su e s  of reform in educational 
p rac tice  will b e  d raw n.
CHAPTER FIVE 
SUMMARY AND CONCLUSIONS
T hough the  'institutional history of a c a d e m ic  literary 
s tu d ie s  ind ica tes  the field h a s  successfu lly , a n d  
su c c e ss iv e ly  avo ided  coming to te rm s with the  implications 
of so m e  of the  reform issu e s  which have a risen  during the 
las t century, recen t d e v e lo p m e n ts  s u g g e s t  tha t  the  la tes t 
round of is su e s  m ay be  a p p ro a ch e d  differently (Graff, 1987). 
Part of the  rea so n  for this may be  the  kind of attention the 
notion of paradigm  shifts h as  co m m anded  a s  we n ea r  the 
e n d  of the  tw entieth  century, (with its m odern is t  a s p e c ts ) ,  
an d  the  en thus iasm  which h as  a tten d ed  the  notion of a  p o s t­
m odern  paradigm  (Doll, in p ress).
O ne  of the  c h a n g e s  rep resen ted  by such  visions is the 
shift from an  e m p h a s is  on products  of know ledge to the 
p ro c e s s  of constructing  know ledge socially, which I 
d is c u s s e d  in the literature review. This shift e m b o d ie s  a 
g re a t  m any implications for the reform of curriculum. At 
th e  hear t  of th e s e  is the  recognition that learning is not 
only a  p rocess , it is a  p ro ce ss  which functions a s  an  open  
s y s te m .
The curriculum theorist William Doll is on e  of the  few 
th eo r is ts  who h as  a ttem p ted  to articu late  a  p o s t-m o dern  
vision of education , a vision which c o n s id e rs  the
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im plications of a  parad igm  shift for curriculum  d es ig n .  I 
will c o n s id e r  his vision briefly, believing th a t  o n e  of the  
p u rp o s e s  for pursu ing  ed u ca tio n a l  r e s e a rc h  is to pa rtic ipa te  
in th e  des ig n  of m ore effective ed u ca tio na l  prac tice . Both 
th e  theo ris t  a n d  th e  practitioner h a v e  a  s h a r e  in this 
r e s p o n s ib i l i t y .
As a  preliminary to offering a  su m m ary  of Doll’s  p o s t­
m odern  e d u ca tio n a l  vision, let m e r e s ta te  a  traditional view 
of learning referred  to by N ew m an e t  al. (1989), a s  “G a g n e ’s  
notion of th e  learning h ie ra rchy .”
This is a  s e q u e n c e  of ta s k s  in which the  tran s fe r  
of training from o ne  ta sk  to th e  nex t is 
m axim ized. For e a c h  lea rner  th e  optimal 
s e q u e n c e  m ay b e  different a n d  for any  lea rn e r  
th e re  m ay b e  severa l b e s t  s e q u e n c e s .
N e v e r th e le ss ,  su c h  s e q u e n c e s  h av e  im portant 
g e n e ra l  c h a rac te r is t ic s .  First, th e  t a s k s  a re  
o rd ered  from sim ple  or e a s y  to com plex  or 
difficult. S e c o n d , early  ta s k s  m ak e  u s e  of skills 
th a t  a r e  c o m p o n e n ts  of la ter ta sk s .  Third, th e  
le a rn e r  typically m a s te r s  e a c h  ta s k  b e fo re  
moving onto  the  next. This con cep tion  h a s  little 
to s a y  a b o u t  te a ch e r- [s tu d en t]  in te rac tion  s in c e  
its p rem ise  is th a t  t a s k s  c a n  b e  sufficiently 
b roken dow n into co m p o n e n t  p a r ts  tha t  any  
single  s te p  in the  s e q u e n c e  c an  b e  ach iev ed  with 
a  minimum of instruction, (p. 153)
In th e  overall s t ru c tu re  of th e  field of literary 
s tu d ie s ,  ju s t  a s  it h a s  with o th e r  fields, th is view h a s  
s h a p e d  th e  d es ig n  of th e  curriculum. It is a s s u m e d
generally , tha t a t  the  u p p e r  division of university c o u rs e s  
th e  s tu d e n ts  h ave  p ro g re s se d  through all th e  s ta g e s  of 
literary an a ly s is  an d  com position  s tu d ies  th a t  a re  
p rerequisite  to th e  kinds of ta s k s  to b e  perform ed a t  this 
level. T he evaluation forms from T revard’s  s tu d e n ts  over a  
period of se v e n  years ,  however, su g g e s t  tha t  in his c la s s e s  
s tu d en ts  learned  to think in a  different way, an d  tha t m any 
of them  felt they  had  finally lea rned  how to read  an d  write 
with confidence . T h e s e  reports  offer se r io u s  cha llenge  to 
the  myth of se q u en c in g  skill com ponen ts .
Doll’s  vision of educa tion  ta k e s  into considera tion  the  
fallacy of th e  learning hierarchy theory. By framing 
learning a s  an  open  system , Doll acknow ledges  th a t  open  
sy s te m s  function u nder certa in  conditions accord ing  to the  
principle of se lf-o rgan ization . It is c h a n g e ,  not stability 
without ch an g e , which defines an  o pen  system . O pen  
sy s tem s  n e e d  disruptions. They n e ed  to be  perturbed, in 
o rder  to remain open , an d  in order to re-organize 
th em se lv e s  a ro und  e m e rg e n t  transform ations. T h e s e  
c h a rac te r is t ic s  d e sc r ib e  th e  n o n sy n c h ro n o u s  re la tions 
a s so c ia te d  with th e  middle g round.
In te rm s  of curriculum design , “In a  fram e which 
rec o g n iz e s  se lf-o rgan iza tion  a n d  transfo rm ation , g o a ls ,  
p lans, [and] p u rp o se s  do  not a rise  purely prior to but a lso  
co m e  from within ac tion” (Doll, in p ress ,  C hap te r  S even , p.
20). In his view of action, Doll draw s upon the work of John  
Dewey, for whom  action a lso  implied reflection on tha t 
action. In the  context of the  zo ne  of proximal developm ent, 
action and  reflection a re  amplified by th e  interactions 
am ong th e  m em bers  of the  community. W hat is transform ed 
is the  s tu d e n t’s prior sy s tem  of organization of knowledge. 
W hat e m e rg e s  is th e  self-organization co n tinu ous  w ith , but 
not identical to th e  s truc tu res  o rgan ized  socially within the  
zone  of interactions.
To this end, Doll a rgues , the  th ree  R’s, so  influential 
in th e  notions of curriculum developm ent which sh a p e d  a  
century of schooling, n eed  to b e  reconsidered. He explains:
The T hree  R’s  of ‘‘R eadin’, ‘Ritin’, and  
‘Rithmetic” w ere  late  n ine teen th  a n d  early 
twentieth century  crea tions, g e a re d  to the  n e e d s  
of a  developing industrial society. Reading w as  
the  functional reading of s a le s  slips an d  bills of 
lading com bined  with the  inspirational s to ries  
of Horatio Alger and  the  moral aphorism s of 
McGuffey. Writing w as  literally p enm ansh ip  
with the  Pa lm er m ethod introducing a  ledger- 
orien ted  style in the  first g rade . Such  cursive 
training had  to begin early, for by the  fifth g rad e  
half of th o se  w ho had  en te red  a s  first g rad e rs  
had  left. Arithmetic, not m athem atics , w a s  
essen tia lly  colum n addition a n d  sub traction  
with algorithm ic multiplication a n d  division 
coming in the  later e lem entary  years . Again the  
e m p h a s is  w a s  on s to re  clerk functionalism, 
keeping the  s a le s  slips and  ledgers  accu ra te  and  
neat. (C hapter Seven , pp. 27-28)
An a p p ro a c h  to curriculum  in a  p o s t-m o d ern ,  p o s t ­
industrial a g e ,  Doll a rg u e s ,  o u gh t to b e  fa sh io n e d  in te rm s  
of th e  s ign if ican t e le m e n ts  a s s o c ia t e d  with c o m m u n it ie s  of 
le a rn e rs  v iew ed  a s  o p e n  sy s te m s .  In sum m ary , t h e s e  
e le m e n ts  w ould  include: th e  p ra c t ic a l , th e  local
e x p e r ie n c e s  a s s o c ia t e d  with learn ing  co m m u n it ie s :  t h e  
p r in c ip le  of s e l f -o ra a n iz a t io n . which th rives  on  th e  k inds of 
d i s tu rb a n c e s  r e p re s e n te d  by multiple p e r s p e c iv e s  a n d  
c h a n g in g  co n d it io n s ;  th e  role of au tho ri ty , which is 
c o n s t i tu te d  by th e  in te rp re tive  p r o c e s s  a s s o c i a t e d  with 
pa rt ic ipa to ry  d ia lo g u e ;  th e  n a rra t ive  m o d e , w hich e m p lo y s  
in te rp re ta t io n , r a th e r  th e n  m em o riza tion ; th e  g o a ls ,  p lan s .  
a n d  p u r p o s e s  which e m e rg e  in th e  p ro c e s s  of exploring and  
m aking m ean ing ; an d  an  a p p ro a ch  to evaluation  a s  a  
n eg o tia ry  p r o c e s s  within a  co m m u n a l  se t t ing  for th e  
p u r p o s e  of t ran s fo rm a tio n .
A g o o d  curriculum , fa sh io n e d  acco rd in g  to  t h e s e  
criteria , w ould th e n  b e  c h a ra c te r iz e d ,  no t by th e  th re e  R’s 
of ‘R e a d in ’, ‘Ritin’, a n d  ‘R ithm etic’, but by th e  four R ’s  of 
R ich n e ss .  R ecurs ion . R ela tions, a n d  R igor. Doll sa y s :
R i c h n e s s  re fe rs  to a  curricu lum ’s  d e p th ,  to its 
la y e r s  of m e a n in g ,  to  its m ultip le  p o ss ib il i t ie s  
or in terpreta tions. . . . R e c u r s io n  [refers to] . . .  . 
th e  w ay  o n e  p ro d u c e s  a  s e n s e  of self, th rough  
re f lec tiv e  in te rac t io n  with th e  e n v iro n m e n t ,  
with o th ers ,  with a  culture. . . . R e l a t i o n s  
[ fo c u se s  on] a  d ev elop ing  netw ork, a  com m unity .
. . R ig o r  [com bines] . . . th e  la ten t pow er of
indeterm inacy  with th e  he rm en eu tics  of
interpretation. (C hapter Seven , pp. 31-46)
T revard’s  style of teach ing , a s  reported in this 
d isserta tion , s e rv e s  a s  an  illustration of Doll’s p o s t ­
m odern vision of a  good curriculum. C onsidered  together, 
they  support an  observation  tha t is su e s  of curriculum 
ch an g e  a t  the end  of the  twentieth century have  tran scen d ed  
disciplinary boundaries. The kinds of reform issu e s  which 
have  em erg ed  in literary stud ies a re  the  s a m e  in m any w ays 
a s  th o se  which have em erged  from the  field of curriculum 
theory in genera l. Sharing this period of history with o ther  
s tu d en ts  and  teache rs ,  I too have experienced  the 
limitations a s so c ia te d  with th e  traditional a p p ro a c h e s  to 
ed u ca tio n a l  p rac tice , particularly th o se  a s so c ia te d  with 
literary stud ies . As an experienced  tea c h e r  a t  severa l 
levels, I h av e  sh a re d  a lso  in the  struggle to construct the  
possibility of o ther  visions of education , a n d  o ther  worlds 
of interpretation. This s truggle  h a s  never b een  simply 
professional or personal. It re p re se n ts  th e  autobiographical 
rela tions a s so c ia te d  with the  middle ground.
As a  s tu den t of this resea rch , a  resea rch  project 
d e s ig n ed  to explore a  particular te a c h e r ’s  style of teach ing , 
I, like m any of his s tuden ts , have  learned to read, to write, 
a n d  to think differently, an d  in so m e  w ays for the  first 
t im e . It b e ca m e  c lear  to me that the experience  of learning
in a  comm unity w here  interactions a re  constra ined  and 
their im portance is denied, which d e sc r ib e s  much of my 
formal educa tion a l  ex p e r ien ce , is culturally d ifferen t from 
learning in a  comm unity w here  social in teractions a re  
un ders tood  a s  constitutive of the  p ro c e s s  of constructing 
m eaning. In many ways, th e se  different ap p ro a ch e s  
constitu te  different cu ltu res  of learning, an d  my 
experience, a s  a  result of this project, h a s  been  to c ro ss  
back and  forth be tw een  the  two. In future writing I hope  
to explore m ore closely the  kinds of negotiations which 
m ake up the  em bodied  experience  of the border c ro sse rs  
(Hicks, 1991) a  terrain both psychological and  material in 
nature, which I have  tentatively called the  middle a ro u n d .
If curriculum reform s a re  entertaining the  kind of paragidm  
(perhaps  m egaparad igm ) shift which so m e  have  fo reseen , 
the  terrain of the  middle ground may well becom e a  
construction zone  w here  educational p a s s a g e s  a re  
negotiated. The following poem  by Audre Lorde (1990) 
illustra tes  th e  difficulties a s s o c ia te d  with thinking in new  
w a y s .
The Art of R esp o n se  
by
Audre Lorde
T he  first a n sw e r  w a s  incorrect 
the  se co n d  w as
sorry  th e  third trim m ed its toena ils
on th e  V atican s te p s  
th e  fourth w en t  m ad  
th e  fifth
n u rse d  a  g ru d g e  until it b o re  twins 
th a t  d ran k  p o iso n e d  g ra p e  ju ice in Jo n e s to w n  
th e  sixth w ro te  a  book  a b o u t  it 
th e  se v e n th
a rg u e d  a  c a s e  before  the  S u p re m e  Court
a g a in s t  taxation  on Girl S c o u t  C ook ies
th e  eighth  held a  new s c o n fe re n c e
while four Black b a b ie s
a n d  o n e  o th er  p icketed  New York City
for a  hospital b e d  to d ie  in
th e  ninth a n d  ten th  sw o re
R e v en g e  on the  Opposition
a n d  the  e leven th  dug their g ra v e s
nex t to E ternal Truth
th e  tw elfth
p ro c e s s e d  fun ds  from a  Third World coun try  
th a t  p ro v id es  d o c to rs  for C en tra l  H arlem  
th e  th i r te e n th  
r e f u s e d
th e  fou rteen th  so ld  c o c a in e  a n d  sh a m ro c k s  
n e a r  a  toilet in the  Big Apple c ircus  
t h e  f i f te en th  
c h a n g e d  th e  question .
(p. 2459)
For now, th e  teach ing  sty le  of Ben T revard  a n d  th e  
e d u ca tio n a l  vision of William Doll m ay  s e rv e  u s  well if w e  
h o p e  to build co m m unities  w h e re  s tu d e n ts  a n d  t e a c h e r s  m ay 
re-th ink the ir  r e a d in g s  a n d  the ir  writing in a n y  field, not 
ju s t  in th e  field of literary s tu d ie s .
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APPENDIX A 
RON'S QHQ
My question Is :  Is the assum ption Cora m ak es  abou t 
the  Bundren family not caring w hether Addie Bundren die 
[sic] a  true assum ption?  Why or why not?
I don 't think that this assum ption  is true. At leas t  not 
true for the  entire family. Vardam an w a s  hurt by his 
m other 's  death  and  confused about why it happened . He 
thought that Dr. Peabody  had c a u se d  her dea th  but his 
m other w as  ill long before the Dr. could do any good for her. 
Dewey Dell w as  there  with her m other until the  en d  of her 
life. Dewey e x p re ssed  that sh e  didn't know how to reac t to 
Addie's death . S h e  admits that "I don't know w hether I can  
cry or not. I don 't know w hether I have  tried to or not." (p. 
58 )
The assum ption about Jewel and C ash  not caring about 
Addie's dea th  s e e m s  to be true. I'm sure  [crossed  out and  
"Maybe" inserted] they  feel sorry (som e sa d n e s s )  for her  but 
they se e m  to not care. Jewel, who w as pe tted  and  favored 
by his m other according to Cora, continues to be  his m ean , 
m oney-hungry self; and  he d o e sn ’t exhibit any  feelings of 
sorrow  about the situation of his mother. C ash  is building 
his m other 's  burial casket, and  this is all th a t  s e e m s  to
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believe he  would. Jew el and  C ash  ac t  a s  if they  know that 
d e a th  is a  pa rt  of life which h a s  to be  a c c ep ted  w hen it 
h a p p e n s ,  so  they  intend to con tinue  with their lives within 
being  rem orsefu l.
A nse Bundren is a  cold, uncaring old man who doesn 't  
c a re  abou t his wife's dea th ; this is w hat C ora  be lieves  and  
would have  o th ers  to believe. A nse  fee ls  tha t  his wife 
would w ant him to go on with his life an d  not feel s a d  and  
d e p re s s e d  b e c a u se  of her death . In his own work he  feels 
"she  would not beg rudge  me it" if he  d o e sn 't  allow her dea th  
to d e p re s s  him. C ora  believes that Dari is the  only o n e  who 
really loved his mother. Dari felt his m other would die 
before he c a m e  back  from the job he  had  to do in town; 
therefore  he stood  a t  the  doorway of her bedroom  to tak e  a  
long look a t  her before s h e  p a s se d  on. He w an ted  to say  
som ething, but he  could not bring himself to sp e ak .  Cora  
be lieves  tha t  "betw een Addie a n d  Dari th a t  the  true 
unders tand ing  an d  the  true  love w as" (p. 22).
C ora  is partially right ab o u t  the  Bundren  family.
Jew el and  C a sh  don 't c a re  abou t Addie 's death ; they a re  too 
cau g h t up in being th em se lves  to c a re  for her. Jew el an d  
V ardam an feel hurt that their grief isn't show n a s  openly  a s  
so m e  on e  like Cora  would like to s e e  it. A n se 's  reac tions 
s e e m  to be  the  s a m e  toward her in death  a s  it w as  w hen sh e  
w a s  living. Of the entire  family, Dari sh o w s  openly  tha t  his
m other's  d ea th  affected (saddened) him, and  this is why 
Cora believes he truly loved her.
Why d o e s  Addie Bundren w ant to be buried w here  her 
original family is buried?
APPENDIX B 
SAMPLE MAPPING
I
Q: H c lg a 's ‘marriage tho ' - 
Strong-willed, 
self-sufficient 
S trong  - then' weak
AILD: Anse - remains in char
(selfish, e.g. sp a d es  &
■ asham ed) \
Dari - doesn 't  remain in char'
extraordinary seer.- loves Addie. 
r wise, then  burns barn.
and presented  a s  crazy.
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This mapping w as sketched a s  Neva read her QHQ (see  
Appendix C) about the endings of the novels Q u ic k san d  
and As I Lav Dvina. Neva's followup questions 
a d d re ssed  the issue of w hether Faulkner had  se t  up 
any charac ter  to be reliable.
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APPENDIX C 
THREE STUDENTS' QHQ'S
Neva's QHQ
S om e critics say  that in the novel, Q u ic k s a n d . L arsen  
d o e s  not supply the  read er  with a  satisfactory ending.
H elga  is a  strong-willed, intelligent c h a ra c te r  who d isp lays  
a  self-sufficient air. Som e feel that it is out of c h a ra c te r  
for Helga to marry a  man like the Reverend Mr. P le asan t  
G reen  whom sh e  allows to take control of her life. S h e  even  
allows him to m ake such  decisions a s  when a  thanksgiving 
serv ice  for her recovery is to be held-even though sh e  is not 
recovered . It s e e m s  that Larsen forces Helga to be  a  strong 
c h a rac te r  then  writes her off a s  a  w eak  w om en [sic) in the 
en d  looking for the  stability of a  husband  and  children.
D oes the sam e  thing occur a s  Faulkner e n d s  As I Lav 
D v in a ? D oes the ending fit in with the  ch a rac te rs?  After 
finishing the  novel, I am  satisfied with the  ou tcom e of 
so m e  charac ters ,  but not of others. I feel tha t it is true to 
A nse 's  charac ter  to end  up with his teeth  and a  wife even  
though he tak es  Dewey Dell's abortion money to ge t them .
On earlier occassion  fsicl. we hear Anse express ing  the 
desire  and  resolution to get new teeth, a s  well a s  a  new 
wife. It is not a  surprise that he en d s  up the way he d o e s  
b e c a u s e  I s e e  him a s  a  selfish character. His trip to
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J e f fe r s o n  c o n ta in s  m o tiv es  o u ts id e  of sim ply  burying A ddie. 
This is s e e n  w hen  h e  re fu s e s  to buy th e  s p a d e s  a t  a  
H a rd w a re  s to re ,  bu t  in s is ts  on  borrow ing th e m  from th e  
h o u s e  w h e re  th e  m usic  is playing. It s e e m s  th a t  C a s h  finds 
A n se  s o m e w h a t  a p p re h e n s iv e  a b o u t  fac ing  th e  family with 
his n ew  tee th  a n d  wife. A n se  is p roud  of them , b u t C a sh  
s a y s  h e  looks like h e 's  doing  so m e th in g  "he know s m a  ain 't 
go ing  to  like" (p. 241).
If A n s e 's  o u tc o m e  fits h is c h a ra c te r ,  I fee l  th a t  Dari's 
d o e s  not. T hroug hou t th e  trip, Dari is s e e n  a s  an  
e x trao rd in a ry  c h a r a c te r  w ho  s e e s  in s ide  of p e o p le .
According to C ora , h e  is th e  only o n e  w ho truly loves  Addie.
It s e e m s  o u t  of c h a r a c te r  for Dari to  g o  c ra zy  a n d  s e t  
G illesp ie 's  ba rn  on  life [sic]. Dari p o s s e s s e s  s o m e  so r t  of 
w isdom  th a t  th e  o th e r s  do  not. H e is not c h a ra c te r iz e d  a s  
c ra z y  until a f te r  h e  kn ow s h e  is be ing  s e n t  to J a c k s o n .  His 
la s t  c h a p te r  r e v e a ls  th is  b e c a u s e  h e  s p e a k s  a b o u t  h im self 
using  his n a m e  a n d  lau g h s  a t  th e  s i tu a t io n s  a ro u n d  him for 
a p p a re n t ly  no re a s o n .  Like th e  e n d  of H e lg a 's  life, I find 
D ari 's  la s t  c h a p te r  is no t  t ru e  to c h a ra c te r .
G oing  on th is  e v id e n c e ,  w h a t  is th e  r e a d e r  to  m a k e  of 
F au lk n e r 's  end in g  o r  d o e s  th e  novel s e t  th e  r e a d e r  up for a n y  
e x p e c ta t io n s  a t  a ll?
To this QHQ Trevard had  re sp o n d ed  in writing:
Very good  question, [Neva], a n d  a  good  beginning on an 
answ er . I wish you'd su g g e s te d  your h y p o th eses  ab o u t A nse  
a n d  Dari m ore  briefly a n d  go tten  on to your follow-up- 
q u e s t io n .
Paula’s  QHQ
Q. In As I Lav Dvinp why d o e s  Addie have such  a  problem 
with w o rd s?  W hy do w ords h ave  no real specific m ean ing  
for h e r?
H. Addie might have  a  problem  assoc ia ting  real m ean in g s  
with w ords b e c a u s e  of h e r  s e n s e  of loneliness. S h e  fee ls  
a l ien a ted  from her family a n d  c a n 't  s e e m  to co m m u n ica te  
with anyone . As a  result nothing s e e m s  to h av e  any  m eaning  
in he r  life a n d  w ords do  not convey  any  real em otions for 
her. In Addie 's  first s ta te m e n t  w e  h e a r  ab ou t her 
alienation. W hen school let out in th e  a fte rnoon , in s tead  of 
going hom e, s h e  w en t to th e  spring w here  s h e  could b e  a lone  
and  s h e  could h a te  th e  o ther  children. W e a lso  h e a r  tha t all 
her kin in Je ffe rson  a re  d e a d .  W hen Addie m arries A nse  and  
h a s  children he r  "a lo n e n ess  [is] v io lated” (p. 158). Even 
though  s h e  now h a s  a  h u sb a n d  an d  family. S h e  still fee ls  
a lo n e  b e c a u s e  they  m ake her  feel th a t  way. S h e  talks a b o u t  
her ch ild ren 's  s e c re t  an d  selfish lives and  th e  only w ay sh e  
c an  c o m m u n ica te  with them  is not with w ords , bu t with
w hippings. With e a c h  blow of th e  switch s h e  m a k e s  th em  
a w a re  of her a n d  is then  som eth ing  in their s e c re t  an d  
selfish  lives. S h e  c o m m en ts  th a t  the  only w ay  s h e  can  
a t te m p t  to feel a n y  kinship is to m ark their b lood with h ers .
W hen Addie had  C a sh  s h e  lea rned  th a t  w ords  w e re  no 
good . T hey  only form ed a  s h a p e  for som eth ing  tha t  peo p le  
lacked. S h e  s a y s  tha t th e  w ords  "m otherhood, fear, a n d  
pride" w e re  invented  by p e o p le  to help  th em  u n d e rs ta n d  
som eth ing  th ey  h ad  not ex p e r ien c ed .  T he  w ord "love" th a t  
A nse  u se d  w a s  to Addie like o th e r  w ords-  "just a  s h a p e  to 
fill a  lack" (p. 158). Addie even  thinks of A nse  a s  d e a d  a n d  
w hen  s h e  thinks ab o u t  his n a m e  s h e  "see (s )  th e  w ord a s  a  
s h a p e ,  a  v esse l"  in which s h e  "would w atch  him liquify a n d  
flow into it like cold  m o la sse s "  (p. 159). S h e  a lso  th o u g h t 
of "Dari" a n d  "Cash" this w ay "until the ir  n a m e s  would die  
a n d  solidify into a  s h a p e  a n d  th en  fade  away" (p. 159). It 
w ouldn 't m a tte r  w h a t  s h e  ca lled  them . For Addie, th e re  
s e e m s  to b e  an  ex tre m e  s e n s e  of "lack" in all th e  
r e l a t i o n s h i p s .
C o ra  is a lw ays trying to  g e t  Addie to p ray  a n d  repen t, 
but to Addie sin is ju s t  a  w ord with a  v a g u e  sh a p e ,  so  
obviously  sa lvation  is a lso  ju s t  a  w ord th a t  will h a v e  no 
m ean in g  for her. B e c a u s e  of he r  lo ne liness , life itself 
d o e s n 't  s e e m  to h av e  any  m ean ing  for Addie. Addie s e e m s  
ready  to d ie  a s  s h e  reca lls  the  w ords  of h e r  father: "the
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reason  for living w a s  to ge t ready to stay  d e a d  a  long time"
(p. 155).
Q. Why d o e s  Addie go out of her way for Jewel when he do es  
nothing for her in return? Why d o e s  Cora call Jew el Addie's 
pun ishm ent while Addie thinks he  will be  her  sa lvation?
Trevard’s  written respon se :  From w hat you've sa id  I’d g u e ss  
s h e  h as  com m unicated with Jew el in the  only way that h a s  
any m eaning for her. "Normal" relations don't coun t?
Holly's QHQ
D oes Eva's husband  really love and  ca re  for her?
He realizes his love for her and  w ants to do  for her 
when it is too late; w hen sh e  is on her  death  bed.
At first, he  s e e m s  cold and  selfish, b e c a u s e  he  w ants  
to sell the  h o use  and  m ove to the  Haven, a  retirem ent hom e.
He do esn 't  c a re  that sh e  w ants to stay  hom e and he 
consistently  rem inds, cam paigns , and  sells the  idea  of going 
to the  Haven. Eva w as  sick of being forced to move to the  
rhythms of others. S h e  is tired of doing w hat o ther people  
w an t and  for o ther people . It is time s h e  s ta rted  going for 
herself. S he  w anted  to stay  hom e and  sh e  w as not going to 
give in to her husband.
He would tell Eva he  w a s  going to sell the  house , 
w hether sh e  w anted  to or not. He would sa y  that he  could 
not live a s  they do now any longer. Thus, the reader  may 
conclude that he d o e s  not ca re  for Eva.
Eva b e ca m e  physically ill and  had to have  gallbladder 
surgery. At this point in the  story, his ca re  for Eva is now 
exposed . He experiences pain and  hurt w hen he  finds out 
abou t her surgery. Yet, he still thinks: "The m oney w here  
will com e the money?" B e ca u se  he  insist [sic] upon 
traveling to s e e  the children, he  still s e e m s  to do a s  he s e e s  
fit for everyone  e lse  but her. Letting his own fea rs  for the 
future decide, he d isregards  her desire  to s tay  a t  hom e.
W hen they  w ere  staying with their daughter-in-law , 
Jean ie ,  he  went out every other afternoon and  evening to 
socialize and  play cards. Now s h e  b ecam e  more ill and  he 
s top ed  [sic] going out altogether. He began  to desire  her 
dea th  not for himself and  the money, but for her. He 
surprisingly w ept for her  pain. He s ta r ted  holding her  hand 
and  showing his love for her. At the  brink of her death , he 
called her by her real nam e. This show ed not only his love 
for her but his respec t for her. He em braced  her and  w anted 
her  pain to stop. I think th e s e  little things show ed  tha t  h e  
loved her very much, but he  never knew how to show  it. He 
didn't know his love for her  m attered .
This brings m e to ano the r  question: Why d o e s  he call 
her nam es , such  a s :  Mrs. Word Miser, Mrs. Unpleasant, Mrs. 
Inahurry, Mrs. Bodybusy, Mrs. Miserable, etc. a n d  w hat is the  
s ig n if ican ce  of it?
I think the  n a m e  calling is very significant, b e c a u s e  it 
sho w s th e  ch an g e  in him. At the  end, he  calls her  Eva and 
tha t  is a  big difference betw een the  n a m e s  he  used . He 
realized w hat s h e  m ean t to him. He re sp ec ts  her  a n d  loves 
her. Although, throughout the  novel he  calls her  n am es ,  I 
think he  d o e s  it b e c a u se  he  do esn 't  know how to 
com m unica te  with her. He is blind to his love for her and  he  
ta k e s  th a t  love for g ran ted .
T revard’s  respon se :  G reat reading, [Holly]. Why d o e s  he 
h av e  th is p rob lem ?
APPENDIX D 
NANCY'S SUMMARY 
QHQ’s: 1. Why do the  c h a rac te rs  b lam e th e m s e lv e s ?
2. Why d o e s  O kada  devote  a  c h ap te r  to Kenji a s
o p p o se d  to a  no-no-boy?
3. C o m p are /c o n tra s t  Kenji a n d  Ichiro.
4. Ideas of racism  a n d  bigotry 
[Thomas] b eg an  with the questio n  of why the
c h a ra c te r s  b lam e th em se lv e s  . . . and  why s o m e  b lam e their 
fa th e rs ,  their m others, J a p a n ,  technology , but n e v e r  th e  
go v e rn m en t.  Do they feel that by doing this they  a re  
sho w in g  their d e s ire  to b e  Am erican, a re  a s se r t in g  their 
rights, a n d  a re  show ing their will to rem ain  A m erican?
P e rh a p s  the  a n sw e r  lies in the  ideals  with which th e  
f irs t-gene ra tion  J a p a n e s e ,  the  Isie, c a m e  to A m erica  an d  
found  th e m se lv e s  unexpec ted ly  faced  with a  m oral d ilem m a. 
P e r h a p s  it lies in cultural or historical r e a s o n s ,  b e c a u s e  
unlike th e  Afro-Americans, they c a m e  out of the ir  own 
free-will. And they  c a m e  with th e  " im m igrant m yth,"—th a t  
if you c a m e  to the  "land of opportunity" a n d  w orked  hard  you 
w ould  be  su ccess fu l.  This belief evo ked  a  spirit of self- 
m otivation in the  Isei. The c am e  to Am erica to m ake  a  lot 
of m oney  so  they could return to J a p a n  a n d  live well. T hat 
is, they  would "use" America. The problem  c a m e  w hen  this 
p lan  backfired. And an o th e r  su rp rise  w a s  th a t  their
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children, the  Nesei, had  different goals . They w ere  here  to 
stay , to  b eco m e  Americanized, and  to hold to their birth­
rights a s  A m ericans.
[Keat] brought up the  question of why O kada  dev o tes  a  
chap te r  to Kenji a s  opposed  to a  no-no-boy. W e com pared  
th e  d ifferences of the  sw eet, well-b lended w hiskey  tha t  Mr. 
Y am ad a  drank. Mr. Kanno sipped his whiskey and  enjoyed it. 
Mr Y am ada  gulped his and  it burned a s  it w ent down. For 
both it s e e m s  th a t  whiskey w a s  prom inent in their lives a s  
a  symbol of pain. Mr. Kanno w as  losing a  son, and  Mr. 
Y am ad a 's  wife w a s  insane.
Also, part of th e  s w e e tn e s s  behind Kenji's fa ther 's  
whiskey is tha t  his family had  let go  of the  w ar a n d  now 
acc ep ted  the  American w ay of life. But Mr. Y am ad a ’s 
w hiskey  w a s  bitter, p e rh a p s  b e c a u s e  they  still held  on to 
their J a p a n e s e  w ay s  after 40 y ea rs  in America. The 
Y a m a d a 's  a lso  w ere  still dwelling on the  war a n d  se p a ra te d  
th e m se lv e s  by not ev en  assoc ia ting  with J a p a n e s e  families 
who e ither  a c c e p te d  the  draft or a c c e p te d  th e  American way 
of life.
Ironically though , Kenji "slam s down" his fa th e r’s 
w ell-b lended  w hiskey, m ay b e  signifying th a t  for him, it 
w a s  still b ad . But a s  bad  a s  it w as, Kenji still would not 
have  traded  p laces  with Ichiro. Ichiro's bad  w a s  much 
w o rse  than  Kenji's bad.
P e rh a p s  the  c h a p te r  on Kenji w a s  a lso  show ing  the  
effect h e  h ad  on Ichiro. He influenced him to go  b a ck  to 
S e a t t le  to fa c e  his p rob lem s. Ichiro tu rned  dow n Mr. 
C arrick 's  offer in Po rtland  a s  well a s  Em i's  offer to live in 
th e  country. He w a s  going back  to th e  city, to  fa c e  his 
p a re n ts  a n d  the  a b u s e  or criticism of o th e rs  th a t  a w aited  
him .
[Kris] th en  b roug h t up th e  c o m p a r is o n /c o n tra s t  
b e tw e e n  Ichiro a n d  Kenji, a n d  the  q u es tio n  'W hy d o e s  Kenji 
d i e ? '
Ichiro's p a re n ts  hold to  their J a p a n e s e  ro o ts  only, but 
Kenji's p a re n ts  hold to J a p a n e s e  a n d  A m erican . Ichiro is 
in se cu re ,  but Kenji is very  se c u re .  Ichiro tu rn s  dow n th e  
draft, is u n su re  of his decis ion , a n d  m ight not c h o o s e  this 
a g a in . Kenji joins, is h ap p y  with his decis ion , a n d  would 
c h o o s e  th is aga in . Ichiro h a s  reg re ts  w h e re  Kenji d o e s  not.
T hen  why d o e s  Kenji d ie ?
This s h o w s  a n  e v e n  g loom ier s id e  of Ichiro 's life, 
b e c a u s e  knowing th a t  h e  w a s  dying, Kenji still w ou ldn 't  
t r a d e  p la c e s  with him. Also, Kenji w a s  th e  first p e rs o n  to 
u n d e rs ta n d  Ichiro. H e 's  dying so  he  g ives Ichiro Emi to 
s o o th e  his pain. Emi sh o w s  Ichiro a c c e p ta n c e  a n d  a  new  
s e n s e  of hope . But Emi h a s  an  idealistic im ag e  of life, 
which is e a s y  for a  w om an  who h a s  nev er  had  to m ake  
d e c is io n s  like Ichiro a n d  Kenji have , a n d  w ho  lives in th e
country, isolated from th e  w rongs of society. But Emi h as  
dealt  with a  lot of suffering in own life so  th a t  s h e  can  be  a  
positive  in fluence for Ichiro.
Also, Emi d o e s  b lam e the  country and  governm en t for a  
lot of th e  problem s of the  J a p a n e s e ,  but also, s h e  d o e s  
remain patriotic . . . p e rh ap s  b e c a u se  of the  hap p in ess  and  
opportunity s h e  found here.
S h e  [Anna] brought out the id ea s  of racism  and  bigotry 
which w ere  so  a p p a ren t  throughout th e  novel. Kenji had  
hoped  for the  unatta inab le  ideal w hen he  w an ted  a  country 
with no race, bigotry, prejudice, e tc . Yet this ideal s e e m e d  
to be  that by which Emi and  Mr. Carrick lived. But Ichiro 
knew  this w a sn 't  realistic. Kenji a lso  be lieved  th a t  e a c h  
(race) could (should) have  sym pathy  for the  o ther  without 
con d escen s io n . And he  believed th e re  m ust b e  an  "inside," 
or all-American, which w e (or they) should  b e  working 
tow ards. Ichiro, on the  o ther hand, said  th e re  w a s  no 
"inside" or all-American b e c a u s e  e ac h  of us  h a s  som eth ing  
to dea l with. But Ichiro a lso  felt th a t  d e sp i te  all of this, 
Kenji "had it m ade," he even  died for America, so  no one  
could say  he  w asn 't  American. But w ha t a  price to pay!! 
Kenji's d ea th , then , could sym bolize the  d ea th  of this ideal. 
His belief tha t w e  all n e e d  to assim ila te  to th e  inside, a s  
well a s  th e  notions of an  Am erica w /out race  a n d  bigotry.
For this country with no d ifferences am o n g  peop le  would
red u ce  to ju s t  m en an d  w om en  . . . a n d  th en  could b e  further 
red u c ed  to ju s t  m en . . . a n d  finally w e  simply b e  "the g re a t  
a m o e b a  in th e  sky"!!
APPENDIX E 
RANDY’S QHQ
As both Paul D. and  Beloved a re  new  m em bers  of the 
househo ld , why is ' i t  th a t  Denver h a s  taken  m ore strongly to 
Beloved than sh e  has  to Paul D.?
First the re  is the  initial bonding. W hen Paul C am e  
upon the  h o u se  it w a s  S e th e  who fist saw  him and  
introduced him into the household. Denver and  Paul D. c a m e  
upon Beloved a t  the  s a m e  time after the  carnival, but 
D enver 's  w a s  the  qu ickest reaction giving w ater  to Beloved.
This "tending" c re a te d  a  form of do c to r/pa tien t 
relationship betw een Denver and  Beloved an d  g av e  D enver a  
caring outlet which could be all her own. T here  had  b een  a 
one  to o n e  relationship with her m other before  P au l 's  
arrival but th a t  had  changed . Beloved w a s  a  relief form the  
loneliness  D enver had  fallen into.
S h e  seem ingly  m ade  her choice overtly w hen  sh e  sided  
with Beloved over Paul a s  to w hether or not Beloved w a s  
strong eno u g h  to ge t around, picking up the rocking chair.
D enver d o e s  not like the s to ries  he r  m o ther  tells 
which do not concern  herself. They s e e m e d  to d escr ibe  a  
"gleaming powerful world m ade more so  by D enver 's  a b s e n c e  
from it. Not being in it, sh e  ha ted  it and  w an ted  Beloved to 
h a te  it too."
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But it w a s  Beloved who delighted in asking ab o u t 
th e s e  s to ries , confounding so m ew h at D enver’s  p lanned  
partnersh ip . This leav es  the  final h ierarchy of 
relationships betw een  Denver, Beloved, S e th e ,  and  Paul D 
wide open  and  my final question  c o n ce rn s  w here  they  may 
c lo s e .
VITA
S in c e  en te ring  the  tea c h in g  p ro fess ion  in 1972 , with a  
B. A. in H um anities from B ellarm ine C o llege , in Louisville, 
K entucky, Mary Ann Doyle h a s  ta u g h t  a t  th e  primary, middle 
schoo l, a n d  high sch oo l levels , a n d  a t  L ouisiana  S ta te  
University  in th e  C ollege of E duca tion . This e d u ca tio n a l  
e x p e r ie n c e  h a s  b e e n  rew arding a n d  th e  so u rc e  of g re a t  
u n re s t .  Both the  M as te r’s  d e g re e  (University  of Lousiville, 
KY, 1974) a n d  the  doctoral w ork (Ph. D. Curriculum T heory , 
L o u is ian a  S ta te  University, B aton  R ouge , D e ce m b er ,  1992) 
h a v e  b e e n  p u rsu e d  in an  a ttem p t to a d d r e s s  so m e  of th e  
d i le m m a s  facing public educa tion  in th e  U. S. At this tim e 
Dr. Doyle p lan s  to continue working in the  a re a  of t e a c h e r  
e d u c a t io n  a t  th e  university level, focusing  on i s s u e s  of 
curricu lum  theory . This a p p ro a c h  to  curricu lum  r e p r e s e n ts  
th e  m o s t  prom ising  possib ilities for d ev elop ing  m o d e ls  of a  
“g o o d  cu rr icu lum ,” a s  th e  curricu lum  th e o r ie s t  William Doll 
w ould  say .
Dr. Doyle in tends to rem ain  an  active  r e s e a rc h e r  a n d  
te a c h e r ,  having p re s e n te d  a t  th e  B ergam o  C o n fe re n c e  for 
C urricu lum  Theorizing (O ctober, 1990  & 1991), the  National 
Council for T e a c h e r s  of English (Baltimore, 1989), th e  
L S U /T exas  A & M C onference  on L a n g u a g e s  a n d  Literature
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(February , 1991), a n d  regional c o n fe re n c e s  a ro u n d  the  
country. The Australian Jou rna l of E ducation  h a s  a c c e p te d  
for publication an  e s s a y  book  review, c o -a u th o re d  with 
C am eron  McCarthy.
Dr. Doyle h a s  joined the  faculty of th e  University of 
W isco n s in -S to u t a s  a  sen io r  lecturer, e ffec tive  Fall 1992 . 
This m ove re p re se n ts  a  significant g e o g rap h ica l  a s  well a s  
a  p rofessional ch an g e ,  but it is o n e  which p ro m ises  to be  
challeng ing . An a re a  of r e s e a rc h  in te res t  which will 
rece ive  further attention is th e  notion of th e  m iddle a ro u n d , 
a n  experien tia l  a n d  m ateria l terra in  within w hich p eo p le  
n eg o tia te  the  b o u n d a rie s  of different cu ltu res ,  su c h  a s  
national a n d  international bo rders ,  a n d  b o u n d a r ie s  which a re  
m ore  sub tle , su ch  a s  th o se  a s s o c ia te d  with ed uca tion a l  
p rac tices .  Many of the  bo u n d arie s  to be  c o n s id e re d  within 
th is re se a rc h  a re  often p re se n te d  a s  g e n d e r ,  race , a n d  c la s s  
neutral, w hen they  a re  not.
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